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Dedication
My older brother, Marland Levelle Matthews, was found dead Saturday, September 14,
1996 at age 23. He attended The University of Memphis, but he did not earn a degree from there.
He was salutatorian of his class at Westside High School, a small predominantly Black urban
school in Memphis, and he found himself overwhelmed by the coursework requirements to
accomplish his dream of becoming a civil engineer.
One night while studying, he slammed his books onto the floor and yelled as if he was in
agony. Our mother ran from the kitchen to the living room where he was, and I came from my
bedroom. He was frustrated – sitting in the floor with his head in his hands and his notes
scattered across the floor. I was only in junior high school at the time and didn’t understand the
dedication and skill it took to attain an engineering degree. My brother, who would have been the
first college graduate in our family, eventually left the University of Memphis without earning a
degree.
Years later, I was accepted to The University of Memphis, and I vowed to finish. There
were times when I could hear my brother screaming in the old house in our old neighborhood.
Sometimes I still do. There were nights when I wanted to quit, but I did not. Knowing what I
know now about retention for Black males and the importance of adequate precollege
experiences, finances, campus culture and support systems for Black males, especially at
predominantly White institutions, I realize that my brother didn’t get the support he needed to
graduate. He was smart enough. He had the drive. He was failed in other areas that were not his
fault.
This dissertation is dedicated to my brother. It is also dedicated to all the other worthy
and able Black men in America who had what it took to graduate, but who were systemically
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failed by our educational system. It is also dedicated to all the young Black males who might
receive help systematically or emotionally from this research study.
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Abstract
Matthews, Marcus Latrell. EdD. The University of Memphis. May, 2017. Using Constructivist
Grounded Theory to Understand How Black Males Graduate from Predominantly White FourYear Institutions. Major Professor: Dr. Reginald Leon Green.
Black males graduate from college at rates lower than their female counterparts. They also
graduate at lower rates than Asian, Hispanic, and White males and females. This study used
Constructivist Grounded Theory to understand the experiences of Black males who graduated
from predominantly White four-year institutions. Responses from 10 Black male college
graduates were solicited to answer the following research questions: 1) what are the experiences
of Black male college graduates in predominantly White institutions, 2) how do Black male
college graduates navigate their academic journeys through college, and 3) how do Black male
college graduates navigate their social journeys through college graduation?
The researcher found that family and mentor support, precollege experiences that helped
the graduates prepare for college, career aspirations that required graduate degrees, financial
assistance, support from Black peers and faculty, intrinsic motivation, and organizational support
from campus organizations were perceived to promote graduation. Unfortunately, the graduates
collectively perceived alienation, isolation, and racism from White students and faculty. The
researcher concluded that administrators at predominantly White universities looking to increase
graduation rates for Black males should provide Black male students and their families with
opportunities for precollege experiences that will help them preparation for college, financial
support to pay for college, and organizational and moral support to persist. Although
motivational factors are additional factors perceived to support graduation for Black males at
PWIs, they should not be considered as substitutes for university organization support.
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Chapter 1
Introduction
The disproportionately low percentage of Black males graduating from four-year
institutions of higher education in America presents a serious socioeconomic problem for
citizens of all races, ethnicities, and genders nationwide. Acknowledgment of this issue has been
avoided for far too long in higher education (Frierson, Pearson, & Wyche, 2009), and research in
this area is needed in order to more fully understand how to aid graduation for Black males.
Here is the disparity. United States Census Bureau data from 2012 shows 31.4% of White
males over age 25 in the US have a bachelor’s degree, 30.6% of White females over age 25 in
the US have a bachelor’s degree, 22.9% of Black females over age 25 in the US have a
bachelor’s degree, and only 19.2% of Black males over age 25 in the US have a bachelor’s
degree. In terms of distance, the percentage of Black male college graduates is 3.7% behind the
percentage of Black female college graduates, 11.4% behind the percentage of White female
graduates and 12.2% behind the percentage of White male graduates.
America depends on citizens of all races and genders to support the economy by
purchasing goods and services and paying taxes, and American educational institutions prepare
the American population for the work force. Therefore, to strengthen the American economy,
institutions of higher education must enroll and graduate as many qualified candidates as
possible so those graduates can economically integrate into American society and fully support
the economy. Knowing that Black males are the lowest graduating demographic of the four
major American demographics, a study designed to increase success in higher education for
Black males is necessary.
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While educational attainment is but one area in which Blacks are still disenfranchised in
America, this study focused on educational attainment as it is closely related to economic
empowerment. Economic empowerment, in turn, strengthens the American economy. The
correlation between educational attainment and economic empowerment is as follows. The
United States Census Bureau 2011 American Community Survey estimates that high school
graduates will earn less than $1.4 million over their work lives while individuals with bachelor’s
degrees will earn over $2.4 million over their work lives. Keeping this data in mind, it is
apparent that a minimum of potentially more than $1 million in earning potential is lost each
time a high school graduate chooses not to attend college or does not complete a bachelor’s
degree. The loss in earning potential directly affects the high school graduate who does not earn
a bachelor’s, but it also affects that person’s family income and the American economy. Part of
the effect is that money that could be spent purchasing American goods and services and paying
taxes is not available due to their lack of education.
This study also focused on Black male graduates from predominantly White institutions
because the majority of four-year higher education institutions in America are predominantly
White. The remainder of Chapter 1 will contain the following sections: Background of the Study,
Problem Statement, Purpose of the Study and Research Questions, Significance of Study,
Theoretical Model and Framework, Terms, and Summary and Organization of the Study. The
Background of the Study section will discuss the four themes found in the empirical research as
related to retention in higher education for Black males: precollege experiences, finance, campus
environment, and support. The Problem Statement section will address, in separate paragraphs,
the social and research problems this study will address. The Purpose of the Study and Research
Questions sections will explain why this study is being done and what research questions it will
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answer. The Significance of the Study section will discuss how this study will affect the existing
empirical knowledge regarding retention for Black males in higher education and how its affect
can influence policy. The Theoretical Model and Framework section will introduce the
theoretical model, Tinto’s Longitudinal Model for Dropout, and the theoretical perspective,
Critical Race Theory, both of which will be used in this study. The Terms section will define key
terms that will be used in the story. The Summary and Organization of the Study section will
recap this chapter and outline chapters 1-5 of this study. We will next consider the background of
the study section.
Background of the Study
In regards to success in higher education for Black males, four themes are consistently
found in the empirical research: 1) precollege experiences, the experiences that an individual
encounters leading up to college enrollment (Mandara, 2006; Moore, 2006; Ward, 1992); 2)
finances, the ability to pay for college (Chen & DesJardins, 2010; Kim, DesJardins, & McCall,
2009; Strayhorn, 2008); 3) campus environment, campus culture (Bennett & Bean, 1984;
Bennett & Okinaka, 1989; Flowers & Pascarella, 1999; Fries-Britt & Turner, 2010; Museus &
Quaye, 2009); and 4) support systems, access to faculty/administrative mentors (Harper, 2008;
Lee, 1999; Leppel, 2002; Strayhorn, 2008). In summation, the existing research suggests that
precollege experiences that prepare Black males for college, financial support, a welcoming
campus culture, and support systems to promote academic achievement have been perceived to
help Black males graduate from college.
Precollege. Mandara (2006) reviewed several empirical studies to understand the impact
of family functioning on Black males’ academic achievement. The review suggests that
socialization and direct academic involvement affect Black boys and that culturally competent
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and comprehensive, family-level-interventions should be implemented for Black boys. Black
boys have a higher chance for success in school when their parents teach them about their
cultural heritage and personal power to achieve in spite of barriers, and monitor homework and
limit counterproductive time. Overall GPA, math and science, verbal ability, work habits, and
social development are several outcomes found to be positively affected by parental
involvement. Mandara’s review suggests that institutions that wish to recruit and enroll Black
males should work with the prospective students’ families via workshops, consultations, and
programs to nurture parenting styles that will lead to academic success. Once in college,
involvement in student organizations that promote socialization, direct academic involvement,
cultural competence and time management skills could aid academic achievement.
Finance. Chen and DesJardins (2010) used an events history analysis of the Beginning
Postsecondary Students survey 96/01 and the National Postsecondary Student Aid Study 96. The
study revealed that dropout decisions are influenced by many factors, including student age,
family income, parental education, students educational plans, first-year college GPA, major
field, financial aid, and the academic year in which the students were enrolled. The results
demonstrated that students from different racial/ethnic backgrounds respond differently to
changes in the types of aid provided. Minority students tend to have lower dropout rates than
white students when they receive larger Pell Grants awards. The results of this study suggest that
minority students would be retained at higher rates if they receive large financial aid awards.
Campus Culture. Museus and Quaye (2009) used data from semi-structured, individual,
face-to-face interviews with 30 undergraduate students of color and found eight intercultural
propositions that emerged from the analysis: 1) students from different racial backgrounds can
experience the same environment in different ways, 2) minority students’ cultures of origin
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mediate the importance of college attendance and degree completion, 3) knowledge of both
racial/ethnic minority college students’ cultures of origin and cultures of immersion is required
to understand their abilities to negotiate their respective campus cultures, 4) cultural dissonance
is inversely related to minority students’ persistence, 5) minority students who experience a
substantial amount of cultural dissonance must acclimate to the dominant campus culture or
establish significant connections with cultural connections with cultural agents at their institution
to persist, 6) the degree to which campus cultural agents validate minority students’ cultures of
origin is positively related to reduced cultural dissonance and greater likelihood of persistence, 7)
the quality and quantity of minority students’ connections with various cultural agents on their
respective campuses is positively associated with their likelihood of persistence, and 8) minority
students are more likely to persist if the cultural agents to whom they are connected emphasize
educational achievement, value educational attainment and validate their traditional cultural
heritages (Museus & Quaye, 2009). The results of the study suggest that an increased
understanding of culture can provide researchers with valuable insights in regards to promoting
persistence for minority students and universities should invest in faculty and administrators that
can act as cultural agents and decrease cultural dissonance for students of color.
Support Systems. Support systems such as peer admiration, faculty support, social
support, mentorship, programs for the educationally disadvantaged, and attaining social capital
through leadership positions on campus help offset challenges for Black males and relate to
college graduation for Black males. Lee (1999) conducted focus group interviews of 120 Black
students involved in the University Transition Program at North Carolina State University to
discover student perspectives on their adjustment to the university and on the value of having a
faculty mentor. The researcher found that many of the students’ prior educational experiences
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had not prepared them for success at NCSU and some thought their academic record
misrepresented their ability. Also, students indicated that they would like to have a faculty
mentor, and that having a mentor in their projected career field would be more important than
having a Black faculty mentor who was not in their field. The results suggest that universities
should promote faculty mentoring to assist minority students in their transition to college, and
that mentors, whether the same race or not, should provide quality interactions that will help
students acclimate to their field.
Leppel (2002) used data taken from 2,647 men (4% Black) and 2,737 (8% Black) women
taken from the 1990 survey of Beginning Postsecondary Students conducted by the National
Center for Education Statistics of the U.S. Department of Education to find that while Blacks
showed lower persistence than Whites, the persistence advantage disappeared when
characteristics, such as GPA, are controlled. The results of this study indicate that programs
directed at enhancing academic skills of students from educationally disadvantaged backgrounds
should be implemented to increase persistence.
Harper (2008) analyzed 2- to 3-hr,-face-to-face interviews along with at least two followup interviews via telephone with 32 high achieving Black males at six large public universities.
Harper defined high achieving as characterized by having a cumulative GPA above 3.0 on a 4.0
scale, establishing leadership and involvement in multiple campus organizations, earning peer
admiration as determined by peer elections to campus leadership positions, developing
relationships with high ranking campus administrators and faculty outside of class, participation
in enriching educational experiences and earning numerous collegiate awards and honors.
Findings suggest a nexus amongst campus leadership, active out-of class engagement and the
acquisition of social capital. Participants described value and benefits gained from access they
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were afforded to key people and privileged information about scholarships, internships, awards
and various opportunities and relationships with their university presidents. The results of this
study suggest that universities can facilitate the acquisition of social capital for Black males by
providing opportunities for them to attain leadership positions on campus and providing
enriching educational experiences.
Strayhorn (2008) used data from an ex post facto survey of 231 Black male college
students (nearly 52% were 19 years old or younger, 35% was 20-23 years, and 12% were older
than 23; 51% freshmen, 13% sophomores, 20% juniors, and 15% seniors) from the CSEQ to
study the relationships between supportive relationships and Black males’ academic achievement
and satisfaction with college. Results suggest that having strong support systems amongst Black
male students was positively related to satisfaction in college for Black males. Institutions of
higher education would do well to implement support systems for Black males that offset the
challenges encountered by that demographic in order to facilitate college satisfaction and
increase Black male persistence.
Problem Statement
The social problem created by the disproportionately low number of Black degree holders
is that Blacks who do not hold college degrees often do not attain full economic integration into
American society. Economic empowerment in American society is directly linked with
educational attainment. The 2011 American Community Survey estimates that high school
graduates will earn less than $1.4 million over their work lives while individuals with bachelor’s
degrees will earn over $2.4 million over their work lives. With those statistics considered, the
social problem faced by African males is the inability to flourish economically because of
inequalities in college degree attainment.
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The research problem is the disproportionately low percentage of Black males graduating
from institutions of higher education. Acknowledgment of this issue has been avoided for too
long in higher education (Frierson et al., 2009). Research in this area is needed in order to more
fully understand how to aid graduation for Black males. This study contributes to the existing
research highlighting factors supporting retention in higher education for Black males at
predominantly White, four-year institutions.
Purpose of the Study and Research Questions
The purpose of this constructive grounded theory study was to understand the
experiences of Black male college graduates from a predominantly White four-year institution in
the South. In particular, this study focused on factors that contribute to persistence through
college graduation for Black males. Barnett (2004) suggests that, “What has been missing from
the literature are the voices of the students themselves-Black students telling their stories and
relating their experiences” (p. 55). The researcher pinpointed themes from the perceptions of the
Black male college graduates that contributed to their graduation.
The research questions that guided this study are:
1. What are the experiences of Black male college graduates in predominantly White,
four-year institutions?
2. How do Black male college graduates navigate their academic journeys through
college graduation?
3. How do Black male college graduates navigate their social journeys through college
graduation?
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Significance of the Study
Exploring factors that aid Black males to graduation contributes to the current knowledge
we have available in current research on the topic. This study adds qualitative data from Black
male college graduates regarding their experiences before and during college that can aid in
providing precollege experiences, financial assistance, campus environments, and support
systems that offer support for Black males attending or planning to attend predominantly White,
four-year universities. This study also contributes to the field of higher education in terms of
policy.
Higher education institutions can use this study to develop a paradigm to help Black
males overcome the inequalities that foster disproportionately low graduation percentages
thereby supporting economic integration into American society for Black males. Policy will be
affected when universities/government entities develop policy to promote success in higher
education for Black males based on the theory developed in this study.
Theoretical Models and Frameworks
Tinto’s Longitudinal Model of Departure from Institutions of Higher Education (Tinto,
1987) is the model that was used to understand retention in this study. Tinto (1987) explains that
prior to entering college, individual students possess an array of entry characteristics that play
into their decision to finish school or drop out. Socioeconomic status, background, personal
attributes, race and educational experiences prior to college are factors. Tinto suggests that
students from disadvantaged backgrounds, with lower levels of high school preparation are the
least likely to graduate college, while students from advantaged backgrounds with higher degrees
of high school preparation are most likely to graduate from college. The longitudinal model
suggests that dropout is more likely to occur when a student experiences insufficient integration

9

into the institution, both academically and socially. On the inverse, students who successfully
integrate socially and academically are more likely to persist. Tinto’s model was used along with
the theoretical perspective of Critical Race Theory (CRT) for this study.
CRT is a movement with origins in the mid-1970s with the work of Derrick Bell (a Black
man) and Alan Freeman (a White man), and was inspired by the American civil rights tradition
(Delgado, 2013). CRT suggests, as an underlying philosophy, that the experiences, interactions,
and places in the social structure for people of color are quite often closely related with race and
racism. The theory stems from Critical Legal Studies, “a leftist legal movement that challenges
traditional legal scholarship in favor of a new form of law that concentrates on the specificity of
individuals and groups in social and cultural contexts” (Glover, 2006 p. 195). In politics, leftwing, leftist and the Left are generally used to describe support for social change with a view
towards advocating the removal of economic inequalities among people (Glover, 2006).
America’s class structure is critiqued by Critical Legal Studies in an effort to expose laws and
practices that harm individuals who do not benefit from their place in the current social structure.
Ladson-Billings (1998) suggests that whiteness is considered normal in American society
and that every non-white person is ranked and categorized according to race. She goes on to
suggest that possibilities are shaped, or barriers are created, based on the categories created by
the dominating status quo of whiteness. In essence, Ladson-Billings says White people can make
life easier or harder for non-White people based on what those Whites consider normal.
Affirmative Action would be an example of a possibility being created by American society for
Black people while poor performing schools in Black neighborhoods would be an example of a
barrier created by American society for Black people. Critical race theorists refer to race and
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racism as the starting point for race-related inquiry because race often has much to do with the
lives of people of color in America (Glover, 2006).
Tinto’s model and CRT was used to analyze the experiences of Black male college
graduates, as they share their perceptions of their abilities to socially and academically integrate
into the predominantly White, four-year institution from which they graduated. Tinto’s model
allowed the researcher to understand and analyze how each research participant was able to
integrate into the institution academically and socially. The lens of CRT allowed the researcher
to understand and analyze how the experiences, interactions and places in the social structure for
each research participant are related with race and racism. Using Tinto’s model and CRT
allowed the researcher to analyze how each research participant was able to integrate into the
institution academically and socially by understanding their experiences, interactions, and places
in the social structure as Black males dealing with race and racism in higher education.
Terms
Several terms will be used throughout the current study. These terms include:
1. First generation college student – A college student whose parents have not received
at least a bachelor’s degree (Pascarella, Pierson, Wolniak, & Terenzini, 2004).
2. Integration – A process of an individual becoming involved with the academic and
social environments of the institution one is attending (Tinto, 1975).
3. Minority students – Students of color; Nonwhite students (Perna, Swail, & Redd,
2003).
4. Persistence – The enrollment of individuals in one institution over time that may or
may not be continuous or may not result in degree completion (Tinto, 2006).
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5. Retention – Continuous enrollment of a student from first fall term to the second fall
term (Seidman, 1996).
6. Success – Degree completion (Tinto, 2006).
Chapter Summary and Organization of the Study
Chapter 1 provided the background, context, problem statement, purpose, research
questions and significance of the study. It also introduced the theoretical frameworks and
definitions of key terms that will be used throughout the study. Chapter 2 will provide a
comprehensive review of CRT and Tinto’s Longitudinal Model of Departure from Institutions of
Higher Education and provide examples of each theory being practiced in research. It will also
provide a review of literature related to access and retention in higher education for Black males,
namely literature regarding precollege experiences, finance, campus environment and support
systems. Chapter 3 will describe the methodology and the methods that were used in this study.
Chapter 4 will detail the results of the study, and Chapter 5 will include a discussion of how the
results can be applied to policy and practice in higher education.
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Chapter 2
Review of Literature
This chapter will begin with a discussion of the disenfranchisement of Black males in
America. After that, there will be an overview of Tinto’s Longitudinal Model of Departure from
Institutions of Higher Education and a review of a study that implements the model. Third, will
be a discussion of CRT and a review of a study that uses CRT. Fourth, the gap in the literature
that exists between studies on retention and graduation for students in general and the literature
that exists regarding retention and graduation for Black males will be discussed. Fifth, will be a
review of studies that highlight general retention and graduation studies in higher education.
Sixth, will be a review of studies highlighting factors that contribute to success in higher
education for Black students. Seventh, will be a section that particularly addresses studies that
pinpoint retention and graduation in higher education for Black males. Eighth will be a chapter
summary.
The Disenfranchisement of Black Men in America
During the 1600 and 1700s, Europeans purchased or captured nearly 600,000 Africans
and brought them to what would be called America, to toil, for free, for the rest of their lives as
chattel slaves for European, or White, land owners (Patterson, 1998). The Africans were not
considered citizens of the United States and were denied their human rights. According to
Patterson, the slave was “socially dead as a legal entity (a person with independent capacities or
rights or powers) and as a civic being (a recognized member of the sociopolitical order)” (p. 27).
Civil Rights Leader and American cultural icon, Dr. Martin Luther King Jr. (1963) shared the
following commentary on American chattel slavery:
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In the days of slavery, this suppression was openly, scientifically and consistently
applied. Sheer physical force kept the Negro captive at every point. He was prevented
from learning to read and write, prevented by laws actually inscribed in the statue books.
He was forbidden to associate with other Negroes living on the same plantation, except
when weddings or funerals took place. Punishment for any form of resistance or
complaint about his condition could range from mutilation to death. Families were torn
apart, friends separated, cooperation to improve their condition carefully thwarted.
Fathers and mothers were sold from their children and children were bargained away
from their parents. Young girls were, in many cases, sold to become the breeders of fresh
generations of slaves. The slaveholders of America had devised with almost scientific
precision their systems for keeping the Negro defenseless, emotionally and physically.
(pp. 17-18)
The circumstances King describes created a depressed social climate for the Negroes.
Negroes were not accepted into the American society they built with their own forced labor, nor
were they allowed to fully enjoy their family, friends, or the fruits of their slave labor. The Negro
was considered mere property and a social outcast. Although the ratification of the 13th
Amendment in 1865 outlawed slavery in America, White slave owners continued to torture and
murder African men and women for years to come, even though they were supposedly American
citizens (Blacks). Laws in many of the United States imposed laws that lead to fines,
imprisonment, or flogging for an educator who taught a Black person how to read (Tate, 1997).
Sitkoff (1981) had this to report of American post-slavery brutality:
Over a thousand were lynched between 1900 and 1915. No records exist to the number
beaten or tortured. Nor can one describe the terror of living with a constant fear of
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barbarity and violence, of having your security subject to the whim of those who despise
you, of having no recourse to police or courts. (p. 5)
Sitkoff’s point here is that even though slavery legally ended in 1865, Blacks were still
being subjected to the same brutally violent and racist treatment they endured during slavery.
The social climate for Blacks was still poor, and they were not being afforded the same freedom
and opportunity as their White counterparts. As far as education was concerned, free public
educations and college educations were options for most Americans in the early 1900s, but many
Blacks were not allowed to take advantage of those opportunities.
“The Southern states, in addition, adopted a host of statuses methodically outlawing
everything ‘interracial.’ These new segregation laws expressed the White South’s all
encompassing belief in the inequality of Blacks” (Sitkoff, 1981, p. 5). In the 1900s up until 1954,
most states required Negroes and Whites to attend segregated schools. “The eleven Southern
states in 1916 spent an average of $10.32 per White public-school student, and only $2.89 per
Black pupil” (Sitkoff, 1981, p. 6). The 1954 Supreme Court ruling in Brown v. Board of
Education allowed Blacks the right to attend the same schools as Whites. Still, “by 1963 … more
than two thousand school districts remained segregated in the South. Only 8 percent of the
Black children in the South attended classes with Whites” (Sitkoff, 1981, p. 120). Racial
discrimination through segregation of schools continued in the 1970s as well. The difference
though, was that the discrimination was openly supported by the President of the United States,
Richard Nixon, in 1972. “The Nixon Administration took every opportunity to exploit the
emotions of race. It urged Congress to impose a moratorium on court-ordered school busing,
nominated “strict constructionists” to the Supreme Court, and pleaded before the high tribunal
for a postponement in the desegregation of Mississippi’s schools. It lobbied in Congress to defeat
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the Fair Housing Enforcement Program” (Sitkoff, 1981, p. 212). Warren E. Berger, Harry
Blackmun, Lewis Powell, and William E. Rehnquist were all justices appointed by Nixon.
Stifling the busing programs kept Black students out of White schools and forced them to attend
the poorer and less equipped schools in their neighborhoods. Ending the fair housing program
would have strengthened racial discrimination and segregation of schools by not allowing Blacks
the opportunities to move into communities where Whites lived, thereby denying Black students
to attend schools in those neighborhoods with White students. Nixon resigned from the office of
president after facing possible impeachment and the new president, Gerald Ford, continued
Nixon’s separatist agenda as he “shelved virtually every bill Congress passed that would have
assisted the Black poor” (Sitkoff, 1981, p. 214).
President Ronald Reagan further promoted racism through segregation in the 1980s.
After being elected in 1980, Reagan “made clear his continued opposition to busing to achieve
racial desegregation in schools, to affirmative action, and to the varied government programs
designed to aid the poor and unemployed” (Sitkoff, 1981, p. 214). Reagan’s administration also
worked to limit the Black presence in Washington. “The president appointed fewer than one
third the number of African Americans to top-level positions than did Carter (the previous
president), and those shared his desire to limit, if not eliminate, civil rights programs. They
followed his lead in weakening enforcement of fair housing laws and exempting nearly 75
percent of federal contractors from affirmative action guidelines” (Sitkoff, 1981, p. 217).
Although the physicality of chattel slavery has been outlawed for more than a century in
the United States, the Black population has still been systematically marginalized in regards to
the acquisition of education in the United States. This marginalization promotes inequalities that
have a negative economic effect on Black people in America and on America as a country.
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Tinto’s Longitudinal Model of Departure from Institutions of Higher Education
According to Tinto’s Longitudinal Model of Departure from Institutions of Higher
Education (Tinto, 1993), college dropout occurs when a student is not properly integrated into a
college’s academic or social domains; the 1993 stems from a previous model he developed years
earlier. The earlier theory, Tinto’s Longitudinal Model of Dropout, was rooted in Durkheim’s
Theory of Suicide as modified by social psychology regarding individual suicide (Also
economics of education, cost-benefits analysis of individual decisions regarding investment in
alternative educational activities) (Tinto, 1975). Durkheim (1961) suggests that the likelihood of
suicide rises when individuals are insufficiently integrated into society, and that there are two
types of integration of primary importance: moral (value) integration and collective affiliation.
Durkheim coined insufficient moral affiliation as “the result of value orientations which give
special meaning to suicide” and insufficient collective affiliation as “the outcome of insufficient
regulation of the individual by society during time of significant social upheaval” (Tinto, 1975,
p. 91). In essence, Durkheim says that if an individual had values that are largely different from
society as a whole, insufficient moral affiliation, or if an individual had insufficient personal
interaction with members of the society, insufficient collective affiliation, then that individual is
more likely to commit suicide than an individual who think(s) like and regularly associates with
society. Tinto couples Durkheim’s theory with an observation from Spady to form his model.
Spady (1970) suggests that dropout from college, which is a social structure, is analogous
to an individual committing suicide and leaving wider society, which is also a social structure.
Tinto argues that both Durkheim’s and Spady’s theories are descriptive rather than predictive.
So, Tinto adopts Spady’s premise and suggests that:
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Social conditions affecting dropout from the social system of the college would resemble
those resulting in suicide in the wider society; namely, insufficient interactions with
others in the college and insufficient congruency with the prevailing value patterns of the
college collectivity in order to lead to a predictive theory. Presumably, lack of integration
into the social system of the college will lead to low commitment to that social system
and will increase the probability that individuals will decide to leave college and pursue
alternative activities. (Tinto, 1975, pp. 91-92)
Still, although Tinto built his model from Durkheim’s foundation, the models reflect
certain distinct differences, namely, the number of domains that require sufficient integration to
avoid suicide or dropout and the need to address individual characteristics as factors that could
contribute to dropout.
Tinto took Durkheim’s theory a step farther by suggesting that colleges are made of
academic and social systems (domains), and there is a difference between normative and
structural integration into the college’s academic domain and normative and structural
integration into its social domain (Tinto, 1975). Since Durkheim suggests two types of
interactions, normative and structural, are necessary for successful integration into one social
structure, Tinto says that there are four types of integration that should be distinguished for
sufficient integration into college, because college consists of two separate social structures.
First, there is normative integration into the college’s academic domain. Normative
integration into the academic domain entails a student’s ability to meet the standards of the
academic system, evidenced by grades. Second, we will discuss structural integration into the
college’s academic domain. Structural integration into the institution’s academic domain
involves a student’s ability to identify with the norms and adopt the values of the academic
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system. Third, there is normative integration into the college’s social domain. Normative
Integration into the institution’s social domain involves a student’s ability to form relationships
with peers, institution faculty and administration and extracurricular involvements. Finally, there
is structural integration into the college’s social domain. Structural integration into the
university’s social domain involves a student’s ability to identify with the social norms and
values of the university’s social culture. Normative integration, in both domains, would parallel
Durkheim’s moral integration, and structural integration, in both domains, would parallel
collective affiliation from Durkheim’s theory. In addition to adding to Durkheim’s theory as
regards to sufficient domain integration, Tinto also added the concept of using individual
characteristics to predict dropout.
Tinto’s major criticism of Durkheim’s failure to address individual characteristics was as
follows:
With specific reference to Durkheim’s treatment of suicide, it is now clear that his largely
structural argument was insufficient to explain the distribution of suicide within society
among differing individuals. Among the set of factors needed to account for such intrasocietal variations are those pertaining to individual characteristics, especially those
psychological attributes that predispose certain individuals toward suicidal responses.
(Tinto, 1975, pp. 92-93)
Tinto here basically states that consideration of structural characteristics without the inclusion of
individual characteristics is not sufficient to explain the dropout continuum. He suggests that to
develop a theoretical model of dropout from college, one must build sets of individual
characteristics and dispositions relevant to educational persistence into the model. He lists
background characteristics like social status and high school experience; individual attributes
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like sex, ability, race and ethnicity and expectation and motivational characteristics like career
and educational expectations and levels of motivation for academic achievement. In addition to
introducing the concept of individual characteristics to his dropout model, Tinto suggests those
individual characteristics are related to dropout based on their impacts on goal and institutional
commitment to predict dropout. He also suggests that institutions themselves have an impact on
persistence.
Tinto (1993) defined goal commitment as a person’s commitment to the educational and
occupational goals one holds for oneself and the level of expectation and the intensity with
which the expectation of academic attainment is held. Goal commitment identifies orientations
the individual brings into the college setting, and those orientations can be used to determine
how individuals interact in the college environment. He defined institutional commitments as
specific institutional components that cause an individual to rank one institution, or type of
institution, higher than another. Tinto (1993) defined institutional commitment as the person’s
commitment to the institution as is evidenced through dispositional, financial, and time
commitments individuals make in attending a particular institution, type of institution. Tinto
suggests that the college dropout process is a longitudinal process of interactions between the
student and the institution’s academic and social systems. He goes on to suggest that an
individual continually modifies his goal and institutional commitments, leading to persistence
and/or dropout. (Tinto, 1993) Again, it is important to note that goal and institutional
commitments are not necessarily modified to an extreme. The commitments can be either
reaffirmed or changed.
While goal and institutional commitments are modified after a student interacts with the
academic and social systems of the institution, Tinto (1975) suggests, also, that the institution
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itself impacts persistence, and references the theory of cost-benefit analysis. Cost-benefit
analysis says that events in the social system outside of college can affect integration into the
more limited social and academic systems of the college and that those impacts can be seen in
the individual’s changing evaluations of his goal and institutional commitments. Tinto (1987)
also said that a variety of external forces, or circumstances, can affect a person’s decision to stay
in college, and that people with different individual characteristics might see similar
circumstances in different ways. Tinto suggests that the recent research at the time he developed
his model considers three primary sets of characteristics: individual characteristics that appear to
be related to college, characteristics associated with individuals’ interactions with the college
setting and characteristics of institutions that have been associated with college dropout. In
essence, he says that the student’s individual characteristics are the primary basis for goal and
institutional commitment. Once in college, interactions with college peers, faculty and
administration as well as the effects of the institutions characteristics will modify goal and
institutional commitment. In some cases, circumstances outside the institution can affect goal
and institutional commitment as well. For the sake of this study, we looked at Tinto’s model
through the lens of CRT to understand the experiences of Black male college graduates from a
predominantly White four-year university as related to goal and institutional commitment and
retention. To ensure its validity, Christie and Dinham (1990) explore the utility of Tinto’s model
and investigate the nature of the process Tinto describes.
Christie and Dinham (1990) interviewed 25 first-time, full-time college freshman. Ten
freshmen were interviewed in Fall 1988, and all 25 were interviewed in Spring 1989. Their
findings suggest that living on campus and participating in extracurricular activities appeared to
enhance the students’ social integration. They also found that the external experiences of
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interaction with non-university high school friends and family seemingly interfered with the
students’ opportunities to socialize with their college peers. The authors suggest that Tinto’s
model was still useful in understanding student perspectives regarding the pressures that lead to
their persistence decisions. Tinto (2006) continues to build on his departure model and suggests
that although recent research has helped explain why students drop and why they persist,
institutions still have not been told what to do to help students stay and persist. Tinto’s Model of
Institutional Action suggests that institutions should provide institutional commitment and
leadership, an expectational climate, support, feedback, and involvement to promote retention
(Tinto, 2006) and lends the following definitions for those concepts: institutional commitment
and leadership – effective leadership and leadership styles from top administrative officers,
deans, department chairs and vice presidents to create institutional effectiveness and institutional
climate or culture; an expectational climate – the expectations the institutions hold for student,
faculty, and staff behavior; support – financial aid, advising, and academic, social, and personal
support; feedback – screening programs and early warning systems; and involvement - student
involvement platforms such as cooperative/collaborative learning and problem-based learning
and learning communities. Universities must also take the administrative action of providing
incentives and rewards and faculty and staff development programs to facilitate effective
programs for student success (Tinto, 2006). This study will use Tinto’s departure and
institutional action models as organizing tools to provide a framework in which to look at
retention. With the utility of Tinto’s model intact, the importance of CRT, its connection to
Tinto’s model, and how it will be used in this study will be addressed next.
In summation, Tinto’s Longitudinal Model of Student Departure (Tinto, 1987) is a
framework that suggests the degree to which an individual experiences structural and normative
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integration into a college’s academic and social structures can be used to predict dropout.
Christie and Dinham (1990) verified the utility in their 1988-1989 retention study. Tinto’s Model
of Institutional Action discusses what universities can do to promote retention and success. In
this study, we considered Tinto’s models through the lens of CRT. Our next section will take an
in-depth look at CRT, its history, theoretical underpinnings, usefulness in research, and practical
use.
Critical Race Theory
CRT stems from Critical Legal Studies (CLS), “a leftist legal movement that challenges
traditional legal scholarship in favor of a new form of law that concentrates on the specificity of
individuals and groups in social and cultural contexts” (Glover, 2006, p. 195). America’s class
structure is critiqued by CLS in an effort to expose laws and practices that harm individuals who
do not benefit from their place in the current social structure. CRT was developed to fill the void
CLS left by its exclusion of racism in its evaluation (Glover, 2006). Tate (1997) suggests that the
roots of CRT are entrenched in the 1960s with the Civil Rights Movement and that the point of
departure between CLS and CRT lies in the fact that scholars of both theories agree that the law
serves the interests of powerful groups in society, yet CRT scholars argue that CLS does not
adequately express the experiences of people of color. Tate suggests that CRT serves as a
combatant to intellectual and legal inferiority assumptions that lead to inequalities in the
educational system for people of color.
Delgado and Stefancic (2013) suggest that there are three origin stories regarding CRT.
The first story gives credit to a student-initiated class that was formed at Harvard Law School in
1981 once Derrick Bell left the school to become dean at the University of Oregon Law School
and a White civil rights scholar was hired to co-teach his class on race law. Black students
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boycotted the class leading to a solution where a series of Black law professors gave weekend
talks at the university; those talks, according to this version of the story, became papers that laid
the foundation for CRT as it is today (Delgado & Stefancic, 2013). The second story suggests
that a national strike for diversity initiated by University of Berkeley students, a short time after
the Harvard students created their alternative course, was the birth of CRT (Delgado & Stefancic,
2013). Chronologically last, the third story credits a small group of law professors who presented
at the Conference of Critical Legal Studies in Los Angeles which led to an agreement with the
Harvard Civil Rights – Civil Liberties Law Review to have their papers published (Delgado &
Stefancic, 2013). Still no matter which of the three aforementioned stories had the strongest
direct impact on the theories inception, legal scholars like Derrick Bell, Alan Freeman and
Patricia Williams are key players in the development and acceptance of CRT. Delgado (1995)
highlights how in the mid70s, Bell and Freeman argued that conducting sit-ins, protest marches
and the like were no longer as effective methods for attaining social justice as they had been in
decades past. Cornell West later critiqued the effectiveness of the movement in regards to its
ability to conceptualize a new legal and social order (Ladson-Billings, 1998).
Dell’Angelo, Seaton, and Smith (2014) suggest that critical theory is defined by having
social justice through empowerment as a central objective and that the goal of critical theory is to
identify factors limiting human freedom and overcoming those factors through a plan of action.
CRT is important to qualitative research because it uses race as a lens through which one can
look at research (Ladson-Billings, 1998). Race was often not taken into race when theory was
applied in early scientific research. CRT allows researchers to value certain considerations that
race calls for that might not be considered if race were not esteemed as a factor (Ladson-Billings,
1998).
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Ladson-Billings (1998) suggests that whiteness is considered normal in American society
and that every non-white person is ranked and categorized according to race and that possibilities
are shaped, or barriers are created, based on the categories created by the dominating status quo
of whiteness. Critical race theorists refer to race and racism as the starting point for race-related
inquiry because race often has much to do with the lives of people of color in America (Glover,
2006).
Delgado and Stefancic (2001) suggest that CRT has several tenets, but that not all CRT
practitioners will subscribe to each tenet. Tate (1997) suggests that the elements characterizing
CRT are an integration of the experiences of the critical race theorists, and the theorists attempt
to translate those experiences into moral and situational analysis of the law (Tate, 1997). With
those considerations in mind, the following tenets are said to be those which most CRT
practitioners might agree on: 1 - racism is normal in this country, a belief that the way the
business of life is conducted on a daily basis makes racism hard to cure and that only extreme
acts of racism can be readily addressed because of racism’s rampant normality; 2 - interest
convergence, a belief that White society only supports civil rights actions that serve the interests
of White society; 3 – the social construction thesis, a premise suggesting that races are categories
that society creates to promote pseudo-permanent characteristics on race members; 4 –
differentiated racialization and its consequences, a premise calling attention to how dominant
society racializes certain minority groups to serve the interest of the dominant group; and 5 – the
unique voice of color, a presupposition that minority status produces the competence to speak
about racism (Delgado & Stefancic, 2001).
Ladson-Billings and Tate (1995) suggests that while gender and class had been analyzed
by research, race has gone without being theorized in education, although race is a major issue in
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American society. Tate (1997) went on to suggest that theoretical perspectives need to move
from the traditional paradigmatic boundaries of educational research to the fore of educational
discourse.
CRT is a macro theory in that it looks to explain the large phenomenon of race and
racisms impact on societal issues. The theory can be applied to any research project that involves
people of color. CRT could be used by a researcher who was looking to study how sorority
women interacted with one another and wanted to be viewed by the public. The researcher would
simply use race as the lens to look at her research subjects comparing and contrasting the trends,
behaviors and comments of the subjects based on race. This overarching quality of applicability
qualifies CRT as a macro theory instead of a mid-level/micro theory which does not exhibit the
overarching quality of applicability to research topics across the board. A mid-level/micro
theory, on the other hand, is specific to a particular discipline. The same researcher who was
looking to study how sorority women interacted with one another and wanted to be viewed by
the public could use CRT as an overarching, macro theory, and still use a mid-level/micro
theory. The researcher might find a theory that specifically deals with the behaviors of girls in
sororities.
CRT, just as all other theories, rests upon epistemology. Theory rests upon epistemology
in that, whatever theory a researcher chooses to use as a lens for their research is contingent on
the epistemology ascribed to for the project. CRT best aligns with the social constructionist
epistemology. In the vein of constructionism, “there is no objective truth waiting for us to
discover it. Truth, or meaning, comes into the existence in and out of our engagement with the
realities in our world” (Crotty, 1998, p.8). CRT also aligns with constructionism in that race and
racism are used as the lenses through which the construction of meaning occurs. Plainly stated,
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social constructionism suggests that meaning is made by our experiences and interactions with
society. CRT suggests, as an underlying philosophy, that the experiences, interactions and places
in the social structure for people of color are quite often closely related with race and racism. An
example of CRT in practice is provided in the next paragraph.
Hernandez (2012) used CRT as the theoretical perspective for her study, “The journey
toward developing political consciousness through activism for Mexican American women.” The
use of CRT placed racism in a prominent position as related to student develop toward self authorship. Study participants were seven self-identified Mexican American women who were
politically active on racial issues while students at Indiana University, a predominantly White,
large public university in the Midwest. Self-authorship was the theoretical framework for the
study and the author used the self-authorship developmental theory “as an organizing tool for the
investigation of the participants’ meaning making process and informed the construction of the
interview protocol” (p. 685). Through narrative interviews, Hernandez revealed a developmental
process that promoted political consciousness. CRT enabled Hernandez to ask questions that
allowed the participants to elaborate on their experiences with race and racism as they related to
self-authorship while attending the university. This study used Tinto’s Longitudinal Model for
Dropout as it’s organizing tool and CRT as its perspective in the same vein as Hernandez, in that
narrative interviews will allow for the Black male graduates to elaborate on their experiences
with race and racism as they relate to social and academic integration into the university, and
ultimately retention through graduation.
To sum it up, CRT is a theory that sprouted from CLS. The five tenets – 1) racism is
normal in this country, 2) interest convergence, 3) the social construction thesis, 4) differentiated
racialization and its consequences, and 5) the unique voice of color to drive the theory (Delgado
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& Stefancic, 2001). Hernandez (2012) used CRT as the theoretical perspective for her study,
“The journey toward developing political consciousness through activism for Mexican American
women,” as a frame in which to place race and racism in a prominent position as related to
student development toward self -authorship. This study will use CRT as a frame in which to
place race and racism in a prominent position as related to retention for Black males in a fouryear PWI. Now that the theories that were used as lenses for this study have been explained, the
next section will discuss how graduation for Black males has not been adequately addressed in
the literature.
The Literature Gap
While Tinto (1993) suggests that characteristics such as race, gender and ethnicity can
have an impact on academic and social integration, which are connected to retention and
graduation, the research available on the persistence for Black males is limited. The lack of
research that adequately gives attention to the traits Tinto describes leaves a gap in the literature.
Barnett (2004) suggests that the voices and stories of Black students relating their experiences
are missing from the literature. The absence of Black voices that Barnett suggests exists in the
literature leaves yet another gap in the literature. Newman, Wood, and Harris (2015) suggest that
the scholarly literature often portrays Black men in a monolithic manner. Portraying Black men
monolithically rather than portraying them as unique individuals with varying skill sets, interests,
characteristics, voices, stories, and experiences creates another gap in the literature.
This study adds to the existing literature regarding graduation for Black males in that it
considers the various characteristics each male has and it gives a voice for each male to share his
stories and experiences thereby creating a unique multidimensional portrayal of each male rather
than one monolithic portrayal. Now that we have identified multiple gaps in the literature and
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established how this study addressed them, the following section will provide a brief overview of
existing studies that address socialization and retention in general. Following that section,
sections will address studies that deal with Black students and Black males particularly.
General Retention and Graduation Studies
Fisher and Hartmann (1995) consider the impact of race on the social experiences of
college students at predominantly White universities. A group of 240 students (120 Black and
120 White) were selected from Southwest Missouri State University using a stratified systematic
sampling of the admissions and records office student database in 1991. Students came to one of
two locations over a 5-week period and filled out a survey questionnaire containing 23 openended questions and two independent reviewers coded the 5,520 responses. Results suggest that
both Black and White students stressed the importance of interracial friendships as a means of
learning about others and building a sense of understanding between diverse groups, but
recognized that it did not reflect the daily life on campus. Both groups also report a need to
concentrate efforts to improve interracial relations. White and Black students expressed a desire
to belong to social and interest groups where they did not stand out and 65% of White students
and 84% percent of Black students agreed that participation in social and interest groups were
affected by race. White students expressed discomfort with the idea of being in the minority.
Black students commented on the importance of sticking together (27%) as a source of security
and to help maintain a sense of racial and ethnic identity. Black and White students also
expressed that White prejudice towards Blacks was the vast majority of the prejudice witnessed
on campus. The prejudice was made manifest by way of racial slurs, exclusion from activities
and physical violence. While 58% percent of White students offered suggestions for improving
interracial relations on campus, 88% of Black students offered suggestions, attesting to the idea
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that racial issues and their resolution are more salient to Black students than to Whites (Fisher &
Hartmann, 1995). The data indicate that minority students are reminded daily, overtly and
covertly, that they are a minority and feel consequently alienated from campus life and
predominantly White institutions should develop programs and other means to facilitate
meaningful interactions between minority and nonminority collegians and their peers in order to
improve interracial relations. Sperling and Kuhn (2016) suggest that “The essence of racism has
not changed over time.” The researchers suggest that those studying the current forms of racism
have had to adapt to the changes in how racism is displayed to document how much prejudice
still exists and how it influences people’s thinking about race-conscious political issues.
Leppel (2002) researched the similarities and differences in college persistence for men
and women. Data taken from 2,647 men (4% Black) and 2,737 (8% Black) women taken from
the 1990 survey of Beginning Postsecondary Students conducted by the National Center for
Education Statistics of the U.S. Department of Education was used for this study. Having
children has a significantly negative impact on men’s persistence but a significantly positive
impact on women’s persistence while men and women who are integrated into the university
show higher persistence. While Blacks showed lower persistence than Whites, the persistence
advantage disappeared when characteristics, such as GPA, are controlled for (Leppel, 2002). The
results of this study indicate that programs directed at increasing student involvement and
programs targeted at enhancing the skills of students from educationally disadvantaged
backgrounds should be implemented to increase persistence.
Gottfredson et al. (2008) considered the impact of diversity at undergraduate institutions
in regards to its impact on student outcomes. Data for the manuscript was collected by
researchers for the Educational Diversity Project, a multidisciplinary, multisite study of law
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students. Two studies were conducted – Study 1 included 1,963 incoming law students from 16
ABA-approved, accredited law schools, originating from 442 undergraduate institutions. Study 2
included 6,100 incoming law school students from 50 nationally representative, ABA-approved,
accredited U.S. law schools in 837 undergraduate institutions from across the country. The
researchers predicted that Contact Diversity (encountering diversity on campus) and Classroom
Diversity (encountering diversity in the classroom) would both have main effects on Cognitive
Openness (a student’s proclivity to seek out and incorporate a multiplicity of perspectives before
forming an opinion) as well as Attitudes Favoring Equal Opportunity (recognition of historic and
current social problems that conflict with the democratic ideals of the country) and that both
types of diversity together would render an even larger level of both student outcomes when
experienced at a high level. Study 1 reports that Classroom Diversity was moderately, positively
related to both outcomes. Contact Diversity had a moderate, positive impact on Cognitive
Openness, but no significant effect on Attitudes Favoring Equal Opportunity. No significant
interaction occurred from the interaction between informal diversity and Classroom Diversity in
the first sample. Study 2 reports that Classroom Diversity had moderate effects on Openness and
a small-to-moderate positive effect on Attitudes Favoring Equal Opportunity, but Contact
Diversity was non-significant related to either, as the interaction between diversity factors was
not (Gottfredson et al., 2008). This research suggests that universities should promote diversity
in their classrooms as a means to promote their student’s proclivity to seek out and incorporate a
multiplicity of perspectives before forming opinions and to help them recognize the historic and
current social problems that conflict with the democratic ideals of the country in order to become
better citizens and academically stronger students.
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In summary of the literature regarding socialization for Black and White students in
higher education, Fisherman and Hartman (1995) found that although Black and White students
stressed the importance of interracial friendships, Black students felt a need to stick together and
White students were not comfortable with the idea of being in the minority, and both groups
expressed a desire to belong to social groups where they did not stand out. And while both
groups admitted that White prejudice towards Blacks is the most prominent prejudice witnessed
on campus, the idea of racial issues and their resolution is more important to Black students than
to White students (Hartman, 1995). The data also indicated that Black students are reminded
daily, overtly and covertly, that they are a minority and feel consequently alienated from campus
life and predominantly White institutions. Leppel (2002) suggests that Black and White men and
women who are integrated into the university show higher persistence than those students who
are not integrated into the university and that Blacks were just as persistent as Whites when
individual characteristics were controlled for. Gottfredson et al. (2008) suggest that classroom
diversity is a means to help students recognize the historic and current social problems that affect
academic stability. Considering Tinto’s (1987) premise that students are more likely to be
retained when they integrate into the university academically and socially, particularly when they
associate with students who have high academic goals, universities could foster retention among
students of different races by developing opportunities for those students to integrate into social
and academic settings where the students can learn from one another and not feel alienated. We
will next look at studies regarding Black students and retention.
Black Student Retention
As graduation rates among Black students in higher education remain disproportionately
lower than the graduation rates of their White male counterparts, outcomes of Black students at
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PWIs deserve attention. Allen (1992) used a multivariate approach to investigate relationships
between the student outcomes and academic achievement, social involvement, and occupational
aspirations, and students’ educational backgrounds, educational goals, demographic
characteristics, and personal adjustment to college and the college environment for more than
2,500 Black students at HBCUs and PWIs and 1,800 responses represent complete data for all
variables. Results suggest that students with high educational aspirations, who are certain that
there college choice was correct and who report positive relationships with faculty exhibit the
highest academic achievement and Black students who attend HBCUs report higher academic
achievement than students who attend PWIs. Those who feel that they attended the right college
report greater social involvement, while students at predominantly white institutions report
substantially lower levels of social involvement (Allen, 1992). PWIs should consider
programming that fosters positive relationships between Black students and University faculty,
reinforce the concept that their institution is the best fit for each student, and encourages students
to aspire to high educational goals.
Herndon and Hirt (2004) researched the relationship between Black college students and
their families an area that is not often considered in empirical research, yet deserves attention.
Twenty Black college seniors (11 female and nine male) and the families of all but two of the
students participated in interviews to understand the level of support the students received from
their families. Members of the sample report that they contact their family 5.1 times per week.
More than 50% of the family members’ comments were about precollege events and
experiences, 32% of the comments were about early college influences and 16% percent were
about late college (Herndon & Hirt, 2004). The evidence reports that families lay the foundation
for a successful college experience with Black students. Black families wishing to send their
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children to college need to establish expectations early in their child’s lives and institutions that
expect to recruit Black students need to work with whole families to promote college attendance.
Museus and Quaye (2009) researched ways to promote success among students Black
students. Data from semi-structured, individual, face-to-face interviews with 30 undergraduate
students of color who held a leadership position or devoted five or more hours to a registered
student organization at the predominantly White Mideastern University (12 Asian, 12 Black, and
6 Latina; 18 female, and 12 male) was analyzed to help understand the role of campus cultures in
the experiences of college students of color, particularly descriptions of their home and campus
cultures and their articulation of how these cultures shaped their experiences. Results found eight
intercultural propositions that emerged from the analysis: 1) students from different racial
backgrounds can experience the same environment in different ways, 2) minority students’
cultures of origin mediate the importance of college attendance and degree completion, 3)
knowledge of both racial/ethnic minority college students’ cultures of origin and cultures of
immersion is required to understand their abilities to negotiate their respective campus cultures,
4) cultural dissonance is inversely related to minority students’ persistence, 5) minority students
who experience a substantial amount of cultural dissonance must acclimate to the dominant
campus culture or establish significant connections with cultural connections with cultural agents
at their institution to persist, 6) the degree to which campus cultural agents validate minority
students’ cultures of origin is positively related to reduced cultural dissonance and greater
likelihood of persistence, 7) the quality and quantity of minority students’ connections with
various cultural agents on their respective campuses is positively associated with their likelihood
of persistence, and 8) minority students are more likely to persist if the cultural agents to whom
they are connected emphasize educational achievement, value educational attainment and
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validate their traditional cultural heritages (Museus & Quaye, 2009). The results of the study
suggest that an increased understanding of culture can provide researchers with valuable insights
in regards to promoting persistence for minority students, future research should be designed to
understand the role of individual cultural agents in the experiences of racial/ethnic minority
students, understanding, supporting and nurturing cultural conclaves on college campuses,
capitalizing on students’ voices as a means for improving practice and administrators and staff
should seek to make the strange seem familiar early in students’ college experiences.
Strayhorn (2010) researched the influence of diversity on learning outcomes among
Black college students as it regards gender. The analytic sample for this study consisted of 594
Black undergraduate students (66% women; 56% first-year students, 11% sophomores, 17
juniors and 16% seniors; approximately 22% were majoring in science, technology, engineering
or math; 87% were age 23 or younger; 66% from public institutions, 42% from HBCUs and 30%
from doctoral/research universities, 53% from master’s colleges and universities, and 17% from
liberal arts colleges). Six dependent variables (general education, vocational preparation, science
and technology, intellectual development, personal and social development and diversity
competence) were used to measure five gains and a diversity competence measure. Data were
drawn from the 2005 national administration of the College Student Experiences Questionnaire
(CSEQ). The results reveal that interactional diversity, socializing with diverse peers, was
positively associated with perceived learning gains in all six dependent variables examined and
interactional diversity has a sex-varying impact on diversity competency gains. The positive
benefits accruing from interactional diversity on diversity competence is greater for Black men
than for Black women when all other variables are controlled for (Strayhorn, 2010). Diversity
competence consisting of students having knowledge about other parts of the world and people;
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being aware of different philosophies, cultures, and ways of life; developing the ability to get
along with different kinds of people; and developing the ability to function as a member of team
(Strayhorn, 2010). The research suggests that universities should promote policies that
emphasize programs and other means to facilitate meaningful interactions between Black
collegians and their diverse peers in order to improve student outcomes across the six domains in
the study.
In summation of the literature regarding Black student retention in higher education,
Allen (1992) suggests that Black students with high educational aspirations, who felt like they
chose the right college for them, and report positive relationships with the faculty showed the
highest academic achievement and those at HBCUs achieved higher academically than those at
PWIs. Herndon and Hurt (2004) found that Black families wishing to send their children to
college should set the expectation early in their children’s lives. Museus and Quaye (2009)
suggest that students from different racial backgrounds can experience the same environment in
different ways, cultures of origin mediate the importance of retention, knowledge of racial/ethnic
origins of culture impact retention, cultural dissonance negatively affects retention and students
who experience high levels of cultural dissonance must acclimatize to the dominant culture or
establish relationships with cultural agents at the university who aid persistence by validating
students’ cultures of origin thereby reducing cultural dissonance, the quantity and quality of
interactions with cultural agents is positively associated with persistence, and cultural agents aid
persistence by emphasizing and valuing educational attainment and validating students’ cultural
heritage. Strayhorn (2010) found that interactional diversity produced perceived gains for Black
students in the areas of general education, vocational preparation, science and technology,
intellectual development, personal and social development, and diversity competence. The
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research suggests the following ways institutions of higher education can promote persistence for
Black students: assist Black families in setting high academic goals for their children, provide
interactional diversity on campus, foster high educational aspirations and positive relationships
with faculty, help them to feel like their institution is the right institution for the Black students,
and hire Black faculty and administrators who can serve as cultural agents providing multiple
quality interactions to reinforce cultures of origin, emphasize and value educational attainment,
and validate students’ cultural heritages, thereby lessening cultural dissonance. PWIs should also
refer to the best practices of HBCUs to promote high academic achievement for Black students.
Next, we will review studies focused on the precollege experiences of Black males in higher
education.
Black Males, Retention and Graduation
Black males and precollege experiences. Bennett and Bean (1984) researched the
impact of precollege preparedness on student perceptions and persistence among Black students.
A questionnaire with 145 items indicating Stage of Ethnicity, Interracial Contact and Less
Trauma as well as items such as SAT scores, parents’ educational level, and plans to graduate
from the university was administered to 498 Black undergraduates at Indiana University –
Bloomington (93% white enrollment) during the 1981-1982 academic year. Positive interracial
contact experiences prior to attending college, a college preparatory curriculum in high school,
higher high school GPA, higher stages of ethnicity and preparedness and less trauma were
believed to lessen attrition among Black undergraduate males (Bennett & Bean, 1984). The
results of this study suggest that universities should assist high schools in providing Black male
students with positive interracial contact before college, college preparatory curriculum, ethnic
awareness, and academic support.
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Ward (1992) researched academic and non-cognitive factors affecting the retention of
Black men at predominantly White universities. The sample, designed to assess eight noncognitive dimensions, was 409 freshman students who took the Non-Cognitive QuestionnaireRevised (NCQ-R). Black males were 20% of the sample, Black females were 40 %, White
males and females were both 6%, Hispanic males were 5%, Hispanic females were 9 % and
Asian male and female students were both 7% each. The dimensions are: (1) positive selfconcept, (2) realistic self-appraisal, (3) understanding and ability to deal with racism, (4)
preference for long range goals, (5) support of others for academic plans, (6) successful
leadership experience, (7) demonstration of community service, and (8) academic interest and
familiarity (Ward, 1992). Results revealed that Black men in the sample completed fewer hours
per semester than their counterparts and only high school class rank was a significant predictor
of persistence suggesting that other factors (i.e., institutional, academic, non-cognitive and
economic), separately or combined, affect attrition. Five Black males from the sample
interviewed to gain supplementary information generally attributed the high dismissal rate for
Black males to the three factors: (1) allowing situations to “get to them” (e.g., being the only
Black person in a class), (2) not taking college seriously until too late, and (3) not getting help
such as counseling and/or tutoring when needed. They also declared considerable frustration
over not being able to declare their major of choice in competitive areas like computer science,
business, engineering, etc. because of GPA requirements necessary before admission. Results
suggest that universities must consider non-cognitive factors that are associated with Black male
student attrition when planning to support Black male students. Universities should also develop
programming (peer groups, mentors, tutoring) directed at Black males to help them acclimatize
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to their institutions and appreciate the significance of performing at high academic levels early in
their college careers.
Mandara (2006) reviewed several empirical studies to understand the impact of family
functioning on Black males’ academic achievement. The review suggests that (a) parenting
styles, (b) physical discipline, (c) racial socialization, and (d) direct academic involvement affect
Black boys and that culturally competent and comprehensive family level interventions should
be implemented for Black boys. Black boys have a higher chance for success in school when
their parents adopt an Black version of authoritative parenting, teach them about their cultural
heritage and personal power to achieve in spite of barriers, and monitor homework and limit
counterproductive time. Authoritative parents are high in both warmth and control. Black
parenting styles are similar to, yet qualitatively different from, European American parenting
styles in important ways. Although Black parents might tend to be more demanding and less
acquiescent than European American parents, those Black parents can still show warmth and be
considered authoritative. Physical discipline (spanking) has been associated with fewer fights at
school and lowered general aggression for Black children in the context of a warm and
supportive home environment. Still, this review does not imply spanking should be the first or
only means of discipline for Black boys. Proactive socialization, or methods of cultural/racial
pride and strategies for overcoming barriers through self-development, is positively associated
with well-being for Black boys. Black parents who stress both personal power and
racial/cultural pride tend to have well-adjusted academically achieving boys. Overall GPA, math
and science, verbal ability, work habits, and social development are several outcomes found to
be positively affected by parental involvement (Mandara, 2006). The review suggests that
institutions that wish to recruit and enroll Black males should work with the prospective
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students’ families via workshops, consultations, programs, etc. to nurture parenting styles that
will lead to academic success.
Moore (2006) researched the impact of career trajectory for Black males. The researcher
used the grounded theory approach to examine 42 Black male engineering students’ from age 2029 decisions to pursue engineering as an academic major and career choice. The central themes
that had a major impact on the students’ career trajectory were (a) strong interests in science,
technology, engineering, and mathematics; (b) strong familial influence and encouragement; (c)
strong aptitudes in science and mathematics; (d) meaningful academic experiences and
relationships with school personnel; and (e) meaningful enrichment programs, opportunities, and
academic experiences (Moore, 2006). Results of this study suggest the need to develop a
mechanism to identify academic strengths and interests, increase familial encouragement for
academics and provide meaningful academic enrichment programs, opportunities, experiences
and relationships with academic personnel for Black males.
To summarize the literature regarding Black males and precollege experiences, Ward
(1992) found that high school class rank is a significant predictor of persistence. Mandara (2006)
suggests that parenting styles, physical discipline, racial socialization, and direct academic
involvement affect Black boys. Moore (2006) suggests that interests, familial influences and
encouragement, aptitudes, and meaningful academic experiences impact career goals for Black
males. The research suggests that institutions wishing to retain Black males should recruit those
who were high achievers in high school, develop programming (peer groups, mentors, tutoring,
etc.) for those who were not, work with prospective students’ families via workshops,
consultations, programs, etc. to nurture parenting styles that will lead to academic success,
develop ways to identify perspective and present students’ academic strengths and interests,
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increase familial encouragement for academics, and provide meaningful academic enrichment
experiences and programs and relationships with university personnel. The next section will
discuss research about issues surrounding finances for Black males in higher education.
Black males and finances. Strayhorn (2008) researched factors that affect the retention
of low-income Black males. A sample of approximately 9,000 low-income Black males (based
on family income below 125% of the federally established poverty level for their family size,
parent’s level of education and the proportion of students’ high school eligible for free or
reduced lunch) who responded to all waves of the Beginning Postsecondary Students
Longitudinal Study conducted by the National Center for Education Statistics: 96/01 was used
for this study. The researcher found that 62% of the low-income Black males who began their
postsecondary career in the 1995-96 academic school year were retained six years after their
initial enrollment while 38% dropped out. Also, older low-income Black students were more
likely to persist than their younger counterparts, and those who aspired to earn a graduate degree
were significantly more likely to persist in college than those who aspired to attain less
education. “High merit” high school performers were eight times more likely to be retained than
“low merit” students. Students who were socially integrated to campus life were more likely to
be retained than those with little to know social integration and those who attended an HBCU
were more likely to be retained than those who did not (Strayhorn, 2008). The researcher’s
finding suggest that universities should consider programming that is specifically designed to
integrate young, low-income Black males into the campus community and help them identify
high academic aspirations. Student affairs professionals might also partner with high schools to
promote low-income Black males to pursue rigorous academic courses in high school and chart
successful pathways to and through college. Predominantly white institutions should use best
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practices from HBCUs that promote retention and further investigation into the lives of firstgeneration, low-income Black men should be conducted.
Kim et al. (2009) researched the effects on their expectations about financial aid on
postsecondary choice warrants attention. A logistic regression model of responses from 86,133
students who sent their ACT scores to the University of Iowa for admission consideration in the
academic years 1997-1998 through 2001-2002 revealed students from different race and income
groups respond differently from financial aid packages in their application and enrollment
decisions depending on their levels of aid expectations. Enrollment probabilities decline more for
Black and Hispanic students than whites and Asians when they expect to receive financial aid
but do not (Kim et al., 2009). Results of this study suggest the need to develop a method to
address the financial aid expectations and needs of Black and Hispanic students.
Chen and DesJardins (2010) researched the impact of financial aid on Black dropout
rates. An events history analysis of the Beginning Postsecondary Students survey (BPS: 96/01)
and the National Postsecondary Student Aid Study (NPSAS: 96) revealed that dropout decisions
are influenced by many factors, including student age, family income, parental education,
students educational plans, first-year college GPA, major field, financial aid, and the academic
year in which the students were enrolled. The results demonstrated that students from different
racial/ethnic backgrounds respond differently to changes in the types of aid provided. Minority
students tend to have lower dropout rates than white students when they receive larger Pell
Grants awards (Chen & DesJardins, 2010). The results of this study suggest that minority
students would be retained at higher rates if they receive large financial aid awards.
In summary regarding Black males and finances, Strayhorn (2008) found out the
following about low-income Black males: older low-income Black males were more likely to
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persist than younger ones. Those who aspired for graduate degrees were more likely to persist
than those who did not. “High merit” high school performers were eight times more likely to be
retained than “low merit,” and those who socially integrated were more likely to persist than
those who were not. Also, those who attended HBCUs were more likely to persist than those
who did not. Kim et al. (2009) suggest that enrollment probabilities decline for Black students
when they expect to receive financial aid but do not. Chen and DesJardins (2010) reports that
Black students tend to have lower dropout rates than White students when they receive larger
Pell Grant awards. The research suggests that higher education institutions looking to retain
Black males should develop methods to provide sufficient financial awards for Black males and
make special efforts to socially integrate low-income Black males into the campus community
and help them set high academic aspirations. The next section will cover research regarding
Black males and the campus cultures of higher education institutions.
Black males and campus culture. Bennett and Bean (1984) researched the impact of
interracial contact on student perceptions and persistence among Black students. A questionnaire
with 145 items indicating Stage of Ethnicity, Interracial Contact and Less Trauma as well as
items such as SAT scores, parents’ educational level, and plans to graduate from the university
was administered to 498 Black undergraduates at Indiana University – Bloomington (93% white
enrollment) during the 1981-1982 academic year. Positive interracial contact experiences on the
college campus, higher stages of ethnicity and preparedness and fewer traumas were believed to
lessen attrition among Black undergraduate males (Bennett & Bean, 1984). The results of this
study suggest that universities should provide Black male students with positive interracial
contact, ethnic awareness, and fewer traumas on campus to reduce alienation and increase
feelings of satisfaction and persistence.
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Bennett and Okinaka (1989) researched persistence for Black students by presenting the
findings of a follow-up study built on the Conceptual Model of Black Student Attrition that was
developed with a sample of over one-third of the Black undergraduate student population
enrolled on the Bloomington campus and combined students from the 1978-79 through 1981-82
cohorts to compare persisters and non-persisters. The analysis found that Black persisters were
less satisfied on all four satisfaction levels (social relationships on campus, campus
administration, classes and physical environment) than non-persisters and the differences were
significant in the areas of social relationships on campus and campus administration. Black
persisters were most dissatisfied with campus administration, but Black persisiters felt more
prepared for college than non-persisters. Black students also felt more alienated from their
instructors and in their social relations on campus than White, Asian and Hispanic students in the
survey. The research suggests that universities should create programming to address the
negative quality of campus life for Black students, specifically programming that promotes
positive social relationships on campus and with campus administration (Bennett & Okinaka,
1989). Universities should also support and develop programs that prepare Black students for the
university environment.
Flowers and Pascarella (1999) consider openness to diversity among Black students. The
initial data collection included an NSSL precollege survey of student demographic
characteristics and background, students’ aspirations and expectations of college and students’
orientation towards learning along with an eight-item Likert scale and the completion of Form
88A of the Collegiate Assessment of Academic Proficiency (CAAP), which was administered to
3,331 students from 18 institutions including one public HBCU in a mid-Atlantic state and one
private HBCU in a southern state in 1992. Three follow-up data collections were conducted. The
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first, in 1993, included Form 88B of the CAAP reading comprehension, mathematics and critical
thinking modules; the College Student Experiences Questionnaire (CSEQ) and a follow-up
instrument were used to measure a wide range of students’ curricular and out-of-class
experiences in the first year of college and an 8-item Likert-type scale was used as the dependent
variable. The sample of 3,331 from 1992 decreased to 2,416 for the first follow up. The second
follow-up was conducted in 1994 with extensive measures of students’ second-year experiences
being taken from their responses on the CSEQ and the NSSL follow-up survey as well as Form
88A of the CAAP writing skills and science reasoning modules. The independent variable was
again an 8-item Likert-type scale and participation was 1,613 students. The third follow up 1,054
students who completed Form 88B of the CAAP reading comprehension and critical thinking
modules and responded to the CSEQ and NSSL follow-up survey in 1995 and an eight-item
Likert scale was the dependent variable. The sample analyzed for this study consisted of the
Black students in the 18 institutions who participated in the first, second or third follow-up data
collections (402 first year, 257 women and 145 men; 255 second year, 158 women and 97 men,
and 167 third year, 105 women and 62 men. Four sets of independent variables were developed
to measure openness to diversity: 1) precollege characteristics, 2) institutional environment, 3)
students’ academic experiences in the first, second and third years of college, and 4) students’
nonacademic and social experiences in college. Results revealed that growth in openness to
diversity was positively influenced by attending an institution with a nondiscriminatory racial
environment in year 1 and year 2. Results from year 2 also suggest that attending an institution
where the environment emphasized the development of aesthetic, expressive and creative
qualities had a positive influence on growth in openness to diversity. A nondiscriminatory racial
environment continued to have a positive influence on growth in openness to diversity in year
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three. Hours per week spent studying and the number of technical/pre-professional courses
positively affected growth in openness to diversity as well (Flowers & Pascarella, 1999). Since
findings suggest that perceived racial environment of the institution significantly impacts Black
students’ level of openness to diversity. University services personnel should develop programs
that focus on fostering dispositions that promote diversity-minded beliefs and feelings (peergroup counseling, peer-mediated discussion groups and other programs that use student
integration as a tool for engendering positive gains in openness to diversity for Black students).
Fries-Britt and Turner (2002) considered stories of successful Black collegians. A fiveperson research team including a faculty member and four doctoral students gathered data from
interviews and focus groups involving 34 Black college students, 19 from a HCBU and 15 from
a PWI, to gain access to the students’ personal experiences. The students at HBCUs felt more
connected to their campuses than the students at PWIs due to perceived higher degrees of faculty
and peer support at HBCUS than perceived faculty and peer support at PWIs. The students at
HBCUs also shared experiences that support data describing the cultivation of “adrenaline” to
pursue academics through interactions that built self-esteem and confidence while the students
attending PWIs provided examples of how their academic energy was diverted through
experiences that caused them to represent Blacks or deal with negative stereotypes (Fries-Britt &
Turner, 2002). The uneven experiences of students at HBCUs and those of students at PWIs
suggest that higher education administrators should employ best practices from HBCUs to
promote success for Black students.
To review the research on Black males and campus culture, Bennett and Bean (1984)
found that positive interracial contact experiences on the college campus and less trauma were
believed to support retention for Black males. Bennett and Okinaka (1989) found that Black
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persisters felt more dissatisfied with their social relationships and administrators than did those
who did not persist, but they also felt more prepared for college than did those who did not
persist. Flowers and Pascarella (1999) suggest that Black students’ having positive perceptions
of the racial environment of the university increases their level of openness to diversity. FriesBritt and Turner (2002) suggests that Black students at HBCUs felt more connected to their
institutions than Black students at PWIs due to higher perceptions of faculty and peer support at
HBCUs and the cultivation of adrenaline to excel academically through activities that built selfesteem, whereas Black students at PWIs had their desire to achieve academically deflated by
experiences that caused them to represent Blacks or deal with negative stereotypes. The research
suggests that institutions wishing to retain Blacks males should provide opportunities for them to
connect to the institution through positive interracial contact experiences on campus, positive
relationships with peers and administrators, a positive view of the racial climate of the campus,
the perception of faculty support, adrenaline to excel academically, and opportunities to raise the
self-esteem of Black males while eliminating traumatic experiences that cause Blacks to
represent Blacks or deal with negative stereotypes. Next, we will look at studies dealing with
support systems for Black males in higher education.
Black Males and Support Systems. Lee (1999) performed research focusing on the fact
that degree completion rates for Black students are far below completion rates for White
students. Focus group interviews of 120 Black students involved in the University Transition
Program at North Carolina State University were conducted to discover student perspectives on
their adjustment to the university and to discover their perspectives on the value of having a
faculty mentor. The researcher suggests that many of the students’ prior educational experiences
provided a soft foundation for their success at NCSU and some thought their academic record
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misrepresented their ability, students indicated that they would like to have a faculty mentor in
their projected career field whether the mentor was Black or not (Lee, 1999). The results suggest
that universities should promote faculty mentoring to assist minority students in their transition
to college and that mentors, whether same race or not, should provide quality interaction that will
help students acclimate to their field.
Strayhorn (2008) also researched the impact of supportive relationships in facilitating
success for Black males. An ex post facto survey of 231 Black male college students (nearly
52% were 19 years old or younger, 35% was 20-23 years and 12% were older than 23; 51%
freshmen, 13% sophomores, 20 % juniors and 15% seniors) from the College Student
Experiences Questionnaire was designed to study the relationships between supportive
relationships and Black males academic achievement and satisfaction with college (Strayhorn,
2008). Results suggest that having strong support systems was positively related to satisfaction in
college for Black males. Institutions of higher education do well to implement support systems
for Black males that offset the challenges encountered by that demographic in order to facilitate
college satisfaction and increase Black male persistence.
Harper (2008) studied the importance of equitable access to social mobility and
advancement for Black males in higher education. Two to three hour, face to face interviews
along with at least two follow-up interviews via telephone with 32 high achieving (high
achieving was characterized by having a cumulative GPA above 3.0 on a 4.0 scale, establishing
leadership and involvement in multiple campus organizations, earning peer admiration as
determined by peer elections to campus leadership positions, developing relationships with high
ranking campus administrators and faculty outside of class, participation in enriching educational
experiences and earning numerous collegiate awards and honors) Black males at six large public
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universities suggest a nexus between campus leadership, active out-of-class engagement and the
acquisition of social capital. Participants described value and benefits gained from access they
were afforded to key people and privileged information about scholarships, internships, awards
and various opportunities and relationships with their university presidents (Harper, 2008). The
results of this study suggest that universities can facilitate the acquisition of social capital for
Black males by providing opportunities for them to attain leadership positions on campus and
providing enriching educational experiences.
In conclusion regarding Black males and support systems, Lee (1999) found that Black
students expressed the desire to have a faculty mentor in their projected career field. Strayhorn
(2008) suggests that having strong support systems is positively related to satisfaction in college
for Black males. Harper (2008) reports a nexus between campus leadership, active out-of-class
engagement and the acquisition of social capital. The research suggests that higher education
institutions wishing to retain Black males should provide faculty mentors in the students’
projected career fields, whether the mentor is Black or not, provide strong support systems for
Black males on campus, campus leadership opportunities, and active out-of-class engagement to
help them acquire the social capital necessary to persist at the institution. We will next
summarize the chapter’s highlights before moving on to chapter three.
Chapter Summary
Chapter 2 gave an overview and the theoretical underpinnings of Tinto’s Longitudinal
Model of Departure and CRT. It next provided examples of both theories uses in research. The
chapter also explained how Tinto’s model and CRT will be used in this study. Next, the lack of
literature regarding graduation for Blacks was discussed. After that, studies that relate to
retention in higher education for all students, for Black students, and particularly for Black males
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were reviewed. Now that the theoretical underpinnings have been adequately outlined in Chapter
2, Chapter 3 will discuss grounded theory, the methodology that was used for this study.
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Chapter 3
Methodology
Constructivist grounded theory research methodology was used to conduct this study.
The next section of this chapter, The History of Grounded Theory, will discuss the history of the
methodology. The next section, Constructivist Grounded Theory, outlines how this deviation
from the initial model is similar to and different from grounded theory. The section entitled Data
Participant Selection and Access outlines how participants will be selected. The Data Collection
section discusses the methods that will be used to attain data: Data Analysis and Representation,
which discusses how data will be broken down and illustrated; Validity, which details how
validity will be achieved; Subjectivity Statement, which contains the researcher’s subjectivity
statement; and Risks and Benefits, which discusses possible dangers and profits that could come
from the study. The next section of this chapter will discuss grounded theory.
The History Grounded Theory
Morse (2009) suggests that although grounded theory developed rather recently, 1967, it
may now be the most commonly used qualitative research method. Grounded theory is used to
develop a theory about a phenomenon that is rooted in the data collected during the study and in
everyday life (Charmaz, 2006; Morse, 2009; Willig, 2008). Barney Glasser and Anslem Strauss
first developed grounded theory in 1967, primarily as a means to focus on the illness experience
and associated phenomena, but many versions of grounded theory that differ on several aspects
of the original theory have been developed over the years (Morse, 2009).
The version of grounded theory developed by Glaser and Strauss and later revised by
Glaser is classic, or Glaserian, grounded theory and Julia Corbin and Anselm Strauss worked
together to cultivate Straussian grounded theory (Morse, 2009). A third form of grounded theory,
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constructivist grounded theory, was developed by Kathy Charmaz (Cooney, 2010; Morse, 2009).
Constructivist grounded theory will be used in this study to create a theory for understanding the
retention of Black males at a four-year predominantly White higher education institution.
Constructivist Grounded Theory
McWilliams (2016) suggests reality is constructed, not objective and goes on to describe
constructivism as an interactive process that is always changing instead of a box of fixed entities
and principles. McWilliams (2016) goes on to suggest the following as elements of the general
constructivist perspective:
● Ideas, beliefs, customs, and practices rooted in community context and supported by the
language managed by community members have been created by people.
● Wishful thinking is extinguished by environmental, biological, and social constraints which
mitigate the usefulness of ideas a beliefs.
● We “cannot have a view of the world that does not reflect our own interests and values, but
[we remain] committed to regarding some of the views of the world –and, for that matter, some
interests and values – as better than others” (Putnam, 1990, p. 178).
● Community members define certain phenomena as “real” and certain ideas as “true” within the
context socially accepted beliefs and practices that describe a created conventional reality that
helps people create order and meet their needs, goals, and desires.
● Individuals can create a more fulfilling, satisfying, and productive lives free from the
confinement of collective and personal dogmatic beliefs by appreciating their collective and
personal roles in creating the reality in which they live.
● Explanations different from those currently in use can always be considered.
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● Ideas can be seen as useful fictions and human audacity and imagination can be used to
contemplate ideas that advance happiness, human fulfillment, and take responsibility for our
lives.
Charmaz (2006) makes three suggestions about constructivist grounded theory: there are
multiple existing realities, the researcher and the participant construct the data together, and the
researcher’s experiences and values affect data analysis. Although constructivist grounded theory
is a deviation from Glaser and Strauss’ original theory, data collection and data analysis still
occur simultaneously in constructivist grounded theory just as they do in all other grounded
theory models (Charmaz, 2006; Holton, 2010; Willig, 2008). Keeping in mind all grounded
theory models are not the same, another main difference between most forms of grounded theory
and constructivist grounded theory is subjectivity (Charmaz, 2009b).
In most forms of grounded theory, the researcher is viewed as an objective, neutral
participant in data collection and analysis (Charmaz, 2009b; Holton, 2010). Charmaz (2009b)
suggests that the researcher acknowledges that subjectivities enter into data collection and
analysis in constructivist grounded theory and that constructivist grounded theorists also
recognize the co-construction of data influence in the data analysis. Basic differences exist in
coding between the different types of grounded theory as well (Charmaz, 2006; Kendall, 1999).
Glaserian and Straussian grounded theory both categorize using one core category that identifies
the main concept capturing the participants’ perception if the phenomenon being studied
(Cooney, 2010; Holton, 2010; Corbin & Strauss, 2008). Constructivist grounded theory does not
seek such a core category (Morse, 2009). Instead, Charmaz (2006) suggests that constructivists
seek to show the complexities of specific worlds, views, and actions rather than finding a single
variable to describe a phenomenon.
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Participant Selection and Access
Participants for this constructivist grounded theory study were 10 Black male graduates
from four-year predominantly White Institutions. The researcher submitted an IRB application to
the University of Memphis. After the IRB was approved, participants were sought out. Ten male
graduates from American PWIs were interviewed for this study. All 10 graduates earned their
degrees on or after 2006. Eight of the graduates attended one institution for the entirety of their
undergraduate careers, while two of the graduates transferred from one PWI to another. Nine of
the graduates attended public institutions while one attended a private Ivy League institution.
More information about the graduates’ backgrounds will be provided in the next section of this
chapter, and pseudonyms will be used throughout the study to ensure anonymity.
Data Collection
Interviews. Semi-structured interviews were the primary method used to gather the
qualitative data for this study. All participants were individually interviewed by the researcher.
The in-depth interviews were recorded with a digital recorder and the researcher took handwritten notes. Interviews lasted approximately 45 min to 2 hr, and some participants were
interviewed more than once.
Participants were asked the same basic questions, and the researcher asked questions for
clarification or for a deeper understanding of the participants’ experiences. Follow-up interviews
were requested to add clarity and deeper understanding as well. The interview process concluded
when there was no new information being received from the participants (Charmaz, 2006). The
interviews were transcribed in their entirety, and include all nonverbal sounds (such as pauses,
laughs, and tears). Seidman (2006) suggests keeping detailed records of verbal and non-verbal
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communication can be beneficial months after an interview has been conducted. The researcher
transcribed each interview making notes of nonverbal cues.
Researcher Observations. Charmaz (2009b) suggests the researcher and participant coconstruct data in a constructivist ground theory study. Willig (2008) suggests the researcher
actively constructs the understanding of the phenomenon being investigated in constructivist
grounded theory. Charmaz (2009a) suggests that the context in which we ask questions should be
seriously considered when interviewing. With that being said, the researchers can influence the
information they receive from participants by what questions they ask and how they ask them.
After all interviews were conducted, the data collected and analyzed was used to interpret the
findings and generate an original theory. Although the phenomenon of Black males graduating
from PWIs has been studied before, Charmaz and Bryant (2011) suggest that each researcher’s
interests, standpoints, and positions can lead to different conclusions from different researchers.
Data Analysis and Representation
Research suggests that the data collection and data analysis processes should occur
simultaneously (Charmaz, 2006; Willig, 2008). Starting with the first interview, the researcher
immediately analyzed data as it was collected and used the findings to develop questions for the
next interview. The data was coded once all interviews were completed.
Charmaz (2006) defines coding as naming segments of data with labels that categorize,
summarize, and account for each piece of data simultaneously and suggests that initial coding is
the first phase of coding. The recommendations of several researchers will be followed during
initial coding (Charmaz, 2006; LeCompte, 2000; Seidman, 2006). Segments of data from
interviews will be examined word-by-word, line-by-line, and/or incident to incident. Data was
read line-by-line. Relevant text was marked and notes were made in the margins to assist with
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data reduction. Charmaz (2006) suggests the use of the constant comparative method strategy
(comparing incidents and statements within the same interview and/or other interviews for
similarities and differences) and that the researcher move through the data quickly, use simple
and short codes, and remain open-minded to changing codes later. Holton (2010) suggests
writing memos after each interview to guide the next steps in further data collection, coding, and
analysis. Interviews were broken down incident by incident for this study. The decision to attend,
the first day of class and a typical day are examples of incidents that the graduates discussed.
Charmaz (2006) suggests focused coding, the use of the most significant/frequent codes
to sift through vast data, is the second phase of coding data in a constructivist grounded theory
study. Focused coding requires the researcher to return to the participants to further examine
earlier assumptions. This includes looking across the participants’ interviews and comparing data
to data. Follow-up interviews might also be used to ask clarifying and verifying questions to
ensure the researcher’s thoughts about the data were correct. This helps participants make
statements and indicate they are certain about the information provided or if there is any
uncertainty about anything from the interviews. For this study, data was coded incident by
incident beginning with the decision to attend. Themes that surfaced from analysis of the
decision to attend were influences from family members and church mentors and precollege
preparation such as AP Classes and attending high schools for high achievers. Phrases like “both
of my parents had degrees,” “my brothers went before me,” “people in my church with college
degrees,” “I took college prep classes,” “attending a blue ribbon high school” and the like were
used to form groups of similar ideas, or themes. Additional themes, to be addressed in the later
chapters, were developed using this same method of incident-by-incident analysis.
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Once data is reduced and assigned codes, categories were developed from the focused
codes and memoranda. Willig (2008) suggests the categories group instances (events, processes,
and occurrences) that share basic features or characteristics. Charmaz (2006) suggests that each
category is clearly defined, has identifiable properties, and conveys the relationships between
other categories. Willig (2008) suggests that negative cases (situations, events, or occurrences
that are different) are examined as well. Charmaz (2006) also suggests that data collection should
stop when categories are saturated, meaning no new information emerges about the properties of
the theoretical categories, and using the memos related to each category to organize data to
generate the theory. Results from this study were used to generate Graduation Theory for Black
Males at Predominantly White Four-Year Institutions.
Validity
Although discussions regarding validity had been historically associated with quantitative
research over the years, Johnson (1997) suggests that validity often refers to the differences that
make many researchers argue that some studies are better than others. Three types of validity
commonly discussed in qualitative research were addressed in this study: descriptive validity, the
degree of accuracy with which a researcher reports descriptive information; interpretive validity,
the degree to which a researcher accurately portrays the intended meaning of the participant; and
theoretical validity, the degree to which theoretical explanation developed from a research study
fit the data (Johnson, 1997). This study used various procedures and strategies to ensure all the
aforementioned forms of validity. Among the strategies used were the use of multiple observers,
data triangulation, methods triangulation, theory triangulation, participant feedback (member
checks), extended fieldwork, negative case sampling, and reflexivity.
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The use of multiple observers ensures descriptive validity by allowing the cross-checking
of observations to assure that specific events actually took place (Johnson, 1997). Triangulation,
which uses multiple data sources, perspectives, and/or data collection methods to confirm a
study’s findings, takes multiple forms and is one of the most popular techniques in qualitative
research (Anfara, Brown, & Mangione, 2002; Barbour, 2001; Maxwell, 2009; Patton, 1999;
Shenton, 2004). Johnson (1997) suggests “corroboration” is achieved in triangulation when
procedures and sources that have been cross-checked are in agreement. Patton (1999) suggests
that the point of triangulation is to test for consistency, not to demonstrate different data sources
or inquiry approaches yielding the same result. Polkinghorne (2005) suggests triangulation helps
develop more than one perspective of the experience being studied.
Over the years, multiple forms of triangulation have used in qualitative research. This
study used data triangulation, methods triangulation, and theory triangulation. With data
triangulation, multiple sources of data are used to ensure that multiple information sources are
included in the findings (Johnson, 1997; Patton, 1999). Data from interviews, the co-construction
of knowledge between the researcher and participants, and the researcher’s observations were
used to generate a theory in this study. Johnson (1997) suggests that methods triangulation
involves using more than one method or data collection procedure for a specific study.
Constructivist Grounded Theory was the method used and extended fieldwork, interviews,
participant feedback, and observations were four of the data collection methods used in this
study.
Theory triangulation was used to provide theoretical validity. Johnson (1997) suggests
that theory triangulation incorporates multiple theories and perspectives to help interpret and
explain data. For the purpose of this study Tinto’s (1993) Longitudinal Model of Departure from
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Institutions of Higher Education along with CRT were used to help interpret and explain the
data. Theoretical validity will be accomplished through the incorporation of Tinto’s theory and
CRT to help explain graduation from four-year PWIs for Black males. The researcher also
developed Graduation Theory for Black Males at Predominantly White Four-Year Institutions.
Participant feedback, also called member checks, is another way to ensure interpretive
validity in a qualitative study (Anfara et al., 2002; Barbour, 2001; Creswell & Miller, 2000;
Maxwell, 2009; Merriam, 1995; Morrow, 2005; Shenton, 2004; Whittemore, Chase, & Mandle,
2001). Maxwell (2009) suggests that participant feedback involves systematically soliciting
feedback about one’s data and conclusions from those being studied, are the single most
important way of ruling out the possibility of misinterpreting the meaning of what participants
say and do and the perspective they have on what is going on, and are important for identifying
your own biases and misunderstandings of what you have observed. Interpretive validity was
established in that participants will have the opportunity to make sure their stories and
experiences were interpreted the way they intended them to be.
Issues for participants and researchers can arise with member checking if participants do
not carefully review the data or if the participant feels inconvenienced by reading transcripts of
the interviews or findings (Barbour, 2001; Creswell & Miller, 2000; Sandelowski, 1993).
Researchers also have to be careful not to disregard their own interpretations and accept the
participants’ interpretations at face value which might produce imprecise findings (Babour,
2001). Sandelowski (1993) suggests that although the researcher must represent various voices in
the findings and conclusions, participants might disagree with the findings if they do not see
themselves in the findings or if they had the same experience but a different perception of it.
With this caveat in mind, an executive summary of the findings was sent to participants, and they
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were asked to confirm, refute, and/or provide feedback about whether or not their experiences
were accurately and adequately reflected. An executive summary allows the researcher to
communicate with the participants on how the findings were generated. Participants were
provided an opportunity to read the preliminary findings in its entirety.
Negative case sampling, locating and analyzing cases that do not align with the
researcher’s expectations and explanations (Johnson, 1997) was used to ensure theoretical
validity. Both convergent and divergent findings, along with the participants’ perceptions,
theory, and researcher’s expectations and explanations were considered in discussion of negative
cases. For example, the researcher did not expect the graduates to say they experienced overt
racism at their institutions, but two of the subjects said they did. Most of the graduates said that
racism was not a problem for them on their respective campuses, but one graduate was called a
“nigger” and another graduate said the phrase “nigger school” was spray painted on one of the
buildings on campus. Since Tinto’s theory did not focus on race, there was no theoretical lens to
consider racism. And while Critical Race Theory states that racism is normal in society, the
researcher was surprised to hear of such blatant overt racism on multiple college campuses,
whether it was the campus norm or the norm for the Black males interviewed. Experiencing
overt racism in this study was an example of a negative case.
Johnson (1997) describes reflexivity as involving critical self-reflection from the
researcher in order to address potential dispositions and biases that might affect the research
process and conclusions. Subjectivity statements support reflexivity by allowing researchers to
discuss how their experiences, values, perspectives, and assumptions could influence the findings
of a study. (Creswell & Miller, 2000; Johnson, 1997; Patton, 1999). The subjectivity statement in
the next section will be the first component of reflexivity used in this study. It ensures theoretical
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validity by explaining how researcher experiences and biases could affect findings that might be
applied to Black male graduates from PWIs.
Subjectivity Statement
As a Black man who received both his bachelor’s and master’s degrees from a PWI, I am
passionately drawn to the field of study concerning access and retention in higher education for
Black males. My experiences as a Black male who felt alone in classes with White peers with
whom I shared little in common academically, socially, physically and culturally, I predicted that
I would be able to decode some of the language that other Black male college graduates use to
explain their own experiences during their undergraduate studies. I hoped to present the
experiences of the males in this study in a manner that allows readers from all socioeconomic,
racial, ethnic, and academic backgrounds to understand it.
Although my values as a Black male graduate from a PWI might not be identical to the
values of every Black male PWI graduate, I am confident that my personal experience balancing
cultural, racial, social, and academic values that I prized as a Black graduate of a PWI was
beneficial in developing questions, engaging in dialogue, decoding, and presenting data in a way
that the values of the study participants are accurately and adequately reflected.
My perspectives as a Black male graduate from a PWI were not identical to the
perceptions of every Black male PWI graduate either. Still, I am confident that my personal
experience perceiving what was necessary for me to navigate my way through graduation despite
cultural, racial, social, and academic differences with the majority of my academic peers helped
me design questions, engage dialogue, decode, and present data in a way that the perceptions of
the study participants are accurately and adequately reflected.
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The researcher was deeply troubled and unpleasantly surprised by the level of campus
connectedness the graduates expressed as a whole. Although there were moments where some
graduates recalled being connected to the campus community at large, the overarching norm was
disconnectedness and a need to find comfort outside of the general campus community.
Personal assumptions are present, but they do not influence my study’s findings. Johnson
(1997) suggests that researchers identify strategies to address potential researcher biases.
Therefore, I employed extended fieldwork, triangulation, theory triangulation, participant
feedback (member checks), reflexivity, and pattern matching to ensure that validity, rigor, and
trustworthiness were maintained throughout the study.
Risks and Benefits
Information collected in this study was used to understand the experiences of Black
males who graduated from PWIs. There are no foreseeable risks associated with this study. The
primary benefit of this study was the development of theory that will lead to programs, policy,
and procedures that will aid in increasing the number of Black male graduates from PWIs.
Another benefit is the contribution to the existing body of research on retention for Black males
in higher education, particularly in PWIs. Currently, only a small body of research exists on
factors that contribute to graduation for Black males at PWIs.
Chapter Summary
In summary, constructivist grounded theory, a deviation of grounded theory, was the
methodology used for this study. Black male graduates of predominantly White four-year
institutions were selected to participate in the study. Data collection took the form of interviews
and researcher observations. Once collected, data was analyzed and coded by the researcher.
Internal, external, descriptive, interpretive, and theoretical validity was achieved through

62

multiple observers, data triangulation, methods triangulation, theory triangulation, participant
feedback (member checks), extended fieldwork, negative case sampling, and reflexivity. Chapter
4 will share the results of the study.
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Chapter 4
Results
This chapter will report the findings of this study. The chapter is divided into
seven themes that emerged from data analysis: precollege experiences, finances, campus
culture, support systems, graduation, connection to theory, Graduation Theory for Black
Males at Predominantly White Institutions and a chapter summary. The theory explained
in this chapter is based on methods and theory triangulation. The methods were
participant interviews, the co-construction of data and researcher observations. The
theories were Tinto’s Longitudinal Model of Departure from Institutions of Higher
Education and Critical Race Theory. Additionally, the researcher developed Graduation
Theory for Black Males at Predominantly White Four-Year Institutions from the findings
of this study. The theory says that Graduation for Black males at PWIs most like occurs
when the students have had adequate precollege preparation for college, receive financial
support to pay for college and organizational and moral support to persist. Motivational
factors such as career aspirations, disproving stereotypes, proving others wrong, setting
examples for family members and future generations, making parents proud and
providing oneself with a desired quality of life are additional factors perceived to support
graduation for Black males at PWIs, but those motivational factors should not be used to
substitute organizational support from the university.
Precollege Experiences
Family Educational Background. Four of the graduates had at least one parent who
held a bachelor’s degree. Two of the four had a mother and father with a bachelor’s degree, for
the other two graduates, it was the mother only. Three of the six graduates who did not have a

64

parent with a bachelor’s degree mentioned that older siblings of theirs had either sought or
attained a bachelor’s degree.
The Decision to Attend. Justin, who was raised by bachelor’s degree holding parents,
made the statement, “I grew up in a two-parent household where both parents had degrees. The
idea of college was instilled in me at a young age.”
Vincent, whose mother held a bachelor’s degree, said the he knew in middle school and
high school that he would go to college. Terrance, whose mother went back to school to earn her
bachelor’s while he was still attending high school, said he made up his mind when he witnessed
her dedication in going for her degree. James, who would go on to attend an Ivy League school
said, “It’s never been an option. I never imagined not going.” He also added that his degreeholding mother told him that he would grow up, attend an Ivy League school and become a
lawyer.
Gregory, Marvin, and Harold watched their siblings attend college even though their
parents did not have bachelor’s degrees. Gregory said he made the decision to go during high
school when he got accustomed to his parents “dropping his sister off on campus” in the
mornings on the way to school. Marvin said his parents were “adamant” about their children
finishing college, and Harold said he knew in elementary school.
While Curtis, Will, and Jason grew up in household’s where their parents and siblings
had not attained or attempted degrees, Curtis mentioned that people in his church who had
college degrees influenced his decision. Will credited his decision to relationships with his godparents and the father of a middle school friend, all three of whom had degrees. Jason said he
was influenced by a high school friend’s older brother who was in college during the time he was
in high school.
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Mentors, College Prep Classes and Programs. As far as other common factors
that influenced college attendance, although Marvin said he was primarily influenced by
his parents and older sister, degree-holding church members contributed to his desire to
attend college too. Success during high school and college preparatory classes and
programs were said to influence college aspirations as well. Nine of the 10 graduates
mentioned having involvement with some form high school success or college
preparation in high school. Among the activities/programs listed was Educational Talent
Search, National Honor Society, National Junior Honor Society, attending a blue ribbon
or an optional high school, taking AP classes, Saturday Academy, Memphis Rotary Club,
Memphis Challenge, and Phillips Exeter Academy.
School Choice. Terrance, Gregory, Marvin, and Harold all said that associations
with or recommendations from family members, friends or mentors influenced their
college choice. Vincent, Jason, and Harold mentioned that the distance away from home
played a role too. Vincent said he wanted to be near home from the start. Jason thought
about going away to pursue a football scholarship, but a family issue changed his mine.
“My grandma got extra sick,” Jason said. “I didn’t want to leave all that burden on my
mom, so I stayed home to help.” Harold started off at a PWI farther from home, but fell
behind academically. “I wasn’t on my act right. I felt being home would get me back
where I should be as a student. I still had my scholarships, but I wasn’t making the dean’s
list like I felt I should have,” Harold said. “I wasn’t going to class much and was just
there playing around. When I returned, I stayed home off campus.”
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Other factors mentioned by at least two graduates were career aspirations, scenery,
location, cost, mentor’s influence and sports programs. James, who attended an Ivy League
institution, mentioned prestige.
Finances
All 10 graduates used multiple resources to finance their educations. All 10 of the
graduates worked at least part-time at some point during their undergraduate careers. Nine of the
10 graduates, all except Vincent, received financial scholarships, whether merit or need based.
Seven received Pell Grants, five took out loans, three got help from their parents and two got
jobs as resident advisors to pay for dorm expenses.
Financial Hardships. All the graduates except Justin, Harold and James said they had no
extra money during college. Justin and Harold lived with their parents and James’ need-based
scholarships covered most of his expenses. His parents paid the remainder. Curtis applied for
food stamps and discontinued his meal plan because he couldn’t afford it. He said that he would
eat from his friends’ meal plans when he had no money. Vincent worked throughout his
undergraduate career. Will took out loans. Terrance worked throughout college to pay his own
expenses and even sent money back to his mother to help pay bills for the family. Gregory
discontinued his meal plan and worked throughout his college career as well. “I survived off
noodles,” Gregory said. Marvin took out loans and dropped out of school before returning to
attain his degree at a less expensive school. Jason took out loans and worked throughout school
as well.
Campus Culture
The First Day of Class. Terrance, Marvin, and Justin attended predominantly White
high schools. For the other seven graduates, their first day of class as an undergraduate was their
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first time attending a predominantly White institution. “I stuck out like a sore thumb,” James
said. “I was the only person dressed like I was. People looked at me like they had seen a ghost.
They didn’t believe I was a student for a while.”
Vincent and Will described their first day of class as “an eye opener.” Jason, much the
same, described his first day as “eye opening.” He added, “I went from being at an all-Black
school to being around different cultures. The (college) classroom setting was the first time I had
been in a predominantly White class.
Gregory, who showed up the Saturday before the first day of class, had his eyes opened
too. “It was super-different from what I was accustomed to in middle school and high school
when I knew everybody,” he said. “In college I didn’t know anybody. I just showed up the
Saturday before school started. I just showed up to class. I felt unprepared.”
Curtis described his first day as exciting, fun and different. He said he was nervous and
he noticed that there was no Black staff. Vincent said he was surprised to see “people from
different cultures and backgrounds all in the same place.” Will said that college presented the
first time he was a minority in a class and the first time he had taken classes with people he
didn’t know. Harold described himself as experiencing “nervousness and eagerness” and was
astounded that “there were probably 100 people in my first class.”
All three graduates from predominantly White high schools expressed different opinions
of their first day of class. Terrance said the main thing he noticed was all the “nice looking girls.”
Marvin said he was overwhelmed by the number of people he was seeing, but not the number of
White people. “If this is college, I can handle this,” he said. “I have what it takes to survive on
this journey. Justin described his first day as “a regular day at school.”
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A Typical Day. Each graduate associated going to class as part of a typical
undergraduate school day. Aside from attending class, the most common denominator among the
among the graduates on a typical day was socializing. Justin was the only student who did not
mention socializing as part of his daily campus agenda. “It was like continuing high school,”
Justin said. “I went to class in the morning. In the afternoon I was off.” Completing assignments,
doing homework and studying were other activities that most of the graduates listed as part of
their daily routines.
Being the Black Guy in Class. Curtis said that often being the only Black male in class
was “awkward.” “Whenever Blacks are mentioned, everyone looks at you. People looked at me
differently. There was a feeling of ‘you don’t really’” belong he said. He added that students and
faculty made him uncomfortable in class. “The teachers look down on you. There were teachers
who would not look at us. They won’t help you, and Black faculty only teach African American
classes.” Marvin said he found himself asking himself, “Why am I the only Black student in this
class?” Vincent described being the only Black guy in class as “shocking” until he found “more
faces that looked like mine later on in my college career.”
Being a Black Guy on a White Campus. Experiences on campus varied for the
graduates. While some said there was no racial tension or discrimination, others saw and
experienced racially charged opposition on campus. All three students who attended
predominantly White high schools said they got along fine with most students on campus
regardless of the race or ethnicity. “I didn’t think too much about being a person of color,” said
Terrance who attended a predominantly White high school and has a Black mother and a White
father. “I was used to being around a lot of Whites.”
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Marvin, who also attended a predominantly White high school, had one
experience with students, but another experience with the professionals on campus. “I
didn’t consider myself a Black student- just a student.” While Marvin said he got along
with students of different races, he said he experienced opposition from White
professionals when he joined student organizations. “As I got involved in student
organizations, I began to realize I was a Black student on a White-run campus. I was
asked to be open (in meetings with administrators),” Marvin said. “But the message was
sent back that I shouldn’t have spoken that way. ‘You don’t have the right to say those
things.’”
As far as student reception, Justin said his experience on campus was no different
in college than it was at his predominantly White high school, but he did mention
discrimination from professionals in his major. “I found discrimination with the
advisors,” Justin said. “They would tell Black students, ‘unless you have an astronomical
GPA, you might need to stop the major and leave pre-med.’” James, who attended a
nearly all Black high school, said he lived through some polarizing experiences in the Ivy
League. “(My school) is extremely liberal. They’re big on promoting cultural acceptance
and diversity.” James said he held unique conversations with other students who seemed
genuinely curious about his background and culture, but that was the good side.
“Someone sprayed, ‘Nigger school’ on the side of one of the buildings,” James
said. “People didn’t think I was a student there. That was a continual experience. They
might have accepted that I was a worker. Students in the dining hall would ask me for
forks,” he added. “They would use their ID badges and enter buildings fast so I couldn’t
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follow them in. I would have to use my own badge. Some would cross the street when they saw
me coming.”
James was not the only graduate to say he experienced overt racism on campus. Curtis
said he experienced overt racism on his campus as well. “I was not accepted. Doors were shut in
my face. I was told I wasn’t smart enough to get into this school, and I only got accepted because
I was Black,” he said. “White fraternities would throw massive parties. Police would never get
called. They would have all kinds of drugs and alcohol. Yet a Black fraternity or social
organization would try to host something and it was quick to get shut down.” He summed the
feelings of the Black students this way: “We felt very unsupported, unwanted, and unvalued on
our campus.”
A Place in the Sun. Gregory and Harold noticed that the Black students often came
together when they were classmates. “I gravitated to the Black people on campus,” Gregory said.
“We had a designated spot for people to hang out.” Harold expressed a similar sentiment: “In
different areas, you would see more Black people. That’s where I would go, to be around people
I had things in common with.”
Vincent said he noticed a similar trend with Blacks and Whites alike. “It wasn’t
segregated, but it was segregated. Blacks hung with Blacks and Whites hung with Whites.”
Curtis credited “Little Africa” with bringing the Black community together on his campus: “We
had this little table, this little eating section right outside of the eating area. We called this little
bench Little Africa. It was just a place where Black people could come and we could socialize,”
he said. “We could talk and engage in Black talk. How was your class? Or serious conversation
like, ‘I was in class and someone called me the n-word.’ That was our place where we could feel
safe.”
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Gregory was the only graduate who said the he gained White friends during
college. “I came from a close-minded situation, a predominantly Black high school in the
hood. I didn’t try to learn about other cultures,” he added. “I figured out that White
people have some of the same problems as Black people. I made friends with White
people and hung out with them.”
Every graduate said they formed a friendship with other Black students during
their undergraduate experience. Friendships were primarily formed in classes, through
mutual friends and membership in Black student-based organizations. Also, all three
graduates from predominantly White high schools found themselves growing closer to
the Black students than their White counterparts. Justin said he made Black friends in his
premed major when White classmates rejected him. “There weren’t a lot of African
American students in my major. It seemed as if the White students didn’t want to study
with us,” he said. “It made us come together and form our own groups. We became
lifelong friends.”
Although Terrance has a White parent, he said he did not receive him as warmly
in college as they did in high school. “Most of the time you could catch me with a group
of Black people. They were all friendly,” he said. “I didn’t hang around White people like
I used to. Black people showed me a lot more love if I walked up than if I walked up to a
group of White people.”
Marvin had a similar experience: “We gravitated to one another. I had similarities
with a lot of the African American students I associated with. Coming from a White high
school, I knew how to get along with Caucasians,” he said. “The Blacks were closer,
more intimate. We felt connected to one another. Themes of “helping each other out,”
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being friendly and supportive were additional threads in the conversations when Black students
described their relationships with other Black students. Will, Marvin, and Harold found
friendship by joining Black Greek letter fraternities.
All 10 of the graduates said they made Black friends on campus. Half of the graduates
interviewed said they made friends while playing sports or exercising at their campus recreation
center. Half also mentioned that they maintained friendships with their childhood or high school
friends. Others made friends in the dorm or at parties. James said his girlfriend, whom he met his
freshman year, became one of his closest friends throughout his undergraduate experience.
Campus Connectedness. Although the graduates found challenges in the classroom and
on campus, all but Justin said they felt connected to the campus at some point or another. In fact,
and Curtis and James said they always felt connected to their campuses. Six graduates pointed to
joining and leading school organizations as a focal point of campus connectedness. Attending
campus events, sporting events and meeting and knowing campus administrators were additional
ways the graduates were connected to the campus.
Support Systems
Academic Support. Seven graduates said they found academic support via educational
support programs and resources offered by their undergraduate universities. Tutoring sessions,
labs, a Black cultural center, a learning research center and the library were among services and
resources mentioned. Five graduates said they found academic support with Black peers on
campus. Three graduates said they got help from professors. Will said he also received help from
students in campus organizations. James mentioned a ‘dean’s excuse,’ which allowed the dean of
a college to request an exception/extension for a student in the college deemed worthy of such an
excuse. James said he received dean’s excuses where he was sick or simply needed extra time to
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complete an assignment. He said one particular dean knew he was “ill-prepared” and the excuses
helped him have the time he needed to complete assignments and graduate.
Social Support. All the graduates said they naturally gravitated to other Black students
on campus to provide social support, many also mentioned efforts by their respective universities
to provide social support as well. Vincent and Jason were the only two of the 10 graduates
interviewed who said they did not receive support from school organizations “I lived off campus
and got support from my family and friends,” Vincent said. Jason said, “I chose to go my own
route.”
The eight graduates who received social support from campus organizations listed the
following organizations as particularly helpful to them: student ambassador programs, The
Residence Hall Association, African American student unions, Black Greek letter fraternities,
accountants’ associations, Up Til Dawn, student athletic training associations, The African
American Scholars Premedical Society, and Empowered Men of Color. Will said the trips he
took with the National Association of Black Accountants changed his life. “We visited corporate
offices and accounting firms. I got to see what they do on a daily basis. I changed my major from
accounting to finance,” Will said. “It shaped my life to where I am. I am a corporate banker
because of that summer trip.”
Terrance said his life was shaped by getting involved with a campus program
focused on assisting children in need. “Up Til Dawn helped me look at life in a different
way,” Terrance said. “We helped children who couldn’t help themselves. I looked at life
from a different perspective after that.”
Gregory said he pursued his master’s degree because of his involvement with a
campus organization. “At first I just thought about getting my bachelor’s. To get a
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master’s was like moving a mountain,” he said. “SATA (The Student Athletic Training
Association) put me in position. I found out about ways to get a master’s. I quickly learned that
it’s not about what you know, but who you know.” The graduates also noted that they benefitted
from learning opportunities, leadership opportunities, guidance, mentors, money and eye opening
experiences that gained from involvement with student organizations on campus.
Graduation
Key People. All 10 graduates said that their respective families played a key role in their
acquiring their bachelor’s degree. Curtis said he “did it for (his) family,” and Vincent said he
wanted to make his parents proud as well. Terrance’s mother influenced his first aspiration to
attend college and he said not having a dad motivated him too. He also said being a role model
for younger family members was important, “I wanted to show him I wasn’t a mistake and set an
example for my little brother and nephew.”
Marvin said he wanted to set an example too. After dropping out, he returned to finish his
degree because of his wife and son. “Looking at them every day was an encouragement. My son
was watching. He knows in our house we go to college.”
Justin said, “Having family support was the biggest thing.” Harold mentioned family
support, specifically his father, and James mentioned his mother specifically. “My mom was on
top of stuff. She kept me from academic danger.”
Jason and Gregory said they received family support, but not in the form of expectations.
Both graduates said that while their families vocally expressed pride that they were there,
graduation was not necessarily an expectation. Jason said, “My family was never negative. They
uplifted me and rooted me on. I wanted to make my parents proud, but they wouldn’t have been
upset had I not graduated.” Gregory said his family did not mention his graduation either: “My
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mom was proud, but she never asked if or when I would graduate or why I was a 5th year
senior,” he said. “The people I grew up around were proud to say they know someone in
college. There was zero pressure to graduate. That led me to believe other people didn’t
care.”
Gregory’s perspective change once his father died. Gregory said his father inspired him
in death. “Once he passed away I knew I couldn’t rely on his income. That helped me grow up. I
didn’t want to be a 6th or 7th year senior.” He said he felt a responsibility to his family. “I might
need to make some money in case someone needed it.”
Other key people that were people who were mentioned as factors contributing to
graduation were other Black students, role models, pastors, teachers, fraternity brothers,
friends and God. Some graduates also mentioned that they did it for themselves. “I didn’t
want to be the last of my line brothers to graduate,” said Will. Jason, who became a first
generation college graduate, said that a degree-holding mentor helped him stay focused at
times. “My friend’s brother was always an influence. Education was extra-important to
him. He told me about how doors would open for a Black man with an education. He said
there is nothing you couldn’t do if you were knowledgeable and prepared.”
Other Motivating Factors. Joining Black organizations, networking, dropping
associations that hindered academic achievement, a feeling of belonging, finding work in
their major, campus involvement, a sense of accomplishment, not having a choice,
breaking negative stereotypes, improving their quality of life, gaining more opportunities
and validation of their academic abilities were additional factors the graduates said
helped them to graduate.
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Curtis dropped his affiliation with a social fraternity after suffering from alcohol
poisoning at one of their parties and subsequently losing his job as an RA. “Dropping that racist
racist predominantly White fraternity helped me,” he said. “After that, I had a feeling that I
belonged on campus, just not with that group.” He also mentioned breaking stereotypes and
“doing something that back in time Black people couldn’t do.” Vincent mentioned “not wanting
to be a statistic.” He also said he wanted to “make a better life for his future wife and kids and be
an educated Black man in this White society.”
Both Curtis and Vincent said they finished for themselves. Terrance said “I wasn’t going
to quit.” Justin and Harold used the same exact words, “I had to graduate.” Jason said he made a
promise to himself, and James said “I graduated because I couldn’t not graduate.” The seven
graduates mentioned made commitments to themselves to finish their respective degree
programs. “I wasn’t going to start and not finish,” Justin added. “Harold said, “There was no
point in going if I wasn’t going to graduate.”
Connection to Theory
Graduation Theory for Black Males at Predominantly White Four-Year Institutions is
based on theory and methods triangulation. Critical Race Theory and Tinto’s Longitudinal
Model of Departure from Institutions of Higher Education were the triangulated theories, and
participant interviews, the co-construction of data and researcher observations were the methods.
Since the researchers were Black males and only Black males were interviewed for this study,
read forward with the understanding that all the perceptions and experiences expressed in the
following theory were generated through the lenses of Black college graduates. With that
understanding in mind, read forth confident that the essential tenets of Critical Race Theory are
adequately infused into the theory in this chapter. As mentioned in chapter 1, those essential
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tenets are as follows: 1 - racism is normal in this country, a belief that the way the
business of life is conducted on a daily basis grants unspoken makes racism hard to cure
and that only extreme acts of racism can be readily addressed because of racism’s
rampant normality; 2 - interest convergence, a belief that White society only supports
civil rights actions that serve the interests of White society; 3 – the social construction
thesis, a premise suggesting that races are categories that society creates to promote
pseudo-permanent characteristics on race members; 4 – differentiated racialization and its
consequences, a premise calling attention to how dominant society racializes certain
minority groups to serve the interest of the dominant group; and 5 – the unique voice of
color, a presupposition that minority status produces the competence to speak about
racism (Delgado & Stefancic, 2001).
As regards to Tinto’s Longitudinal Model of Departure from Institutions of
Higher Education (Tinto, 1993), Tinto suggests college dropout occurs when a student is
not properly integrated into a college’s academic or social domains. Tinto further
suggests that both the academic and social domains are broken into two parts, normative
and structural and that those four domains – 1 academic normative, 2 academic structural,
3 social normative, and 4 social structural are related to dropout, and subsequently
persistence, based on their impacts on goal and institutional commitment. He also
suggests that institutions themselves have an impact on persistence. Researcher
observations will be used moving forward to connect CRT and Tinto’s Longitudinal
Model of Departure from Institutions of Higher Education to the interviews and coconstruction of knowledge from those interviews. An overview of each graduate’s
perception of their own goal and institutional commitments as evidenced by their
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perceptions of academic and social integration into their universities will inform whether or not
integration was achieved and how.
Curtis. Goal Commitment – Curtis expressed a perception of goal commitment before
entering college as evidenced by his having chosen a major and career path before his arrival. He
perceived minimal trouble to integrate academically, and gained support from Black faculty and
his professors when needed.
Institutional Commitment - Curtis expressed struggles to integrate into his school both
normatively and structurally. Curtis mentioned acts of overt and covert racism from White
students and faculty that made true social integration difficult for him. Relationships with other
Black students, Black faculty and campus organizations allowed Curtis to integrate into the
Black population of his school providing him the necessary support to persist through
graduation.
Vincent. Goal Commitment – Vincent expressed a perception of goal commitment before
college as evidenced by his intent to attend since childhood. Goal commitment was strengthened
throughout his college experience as evidenced by his ability to make satisfactory grades, choose
a major and graduate.
Institutional Commitment – Vincent expressed a perception of institutional commitment
via his ability to make friends and attend sports games. Vincent did not express that he sought
friendship or acceptance from the campus as a whole. He chose to make social connections with
Black students and integrate into the Black population.
Will. Goal Commitment – Will expressed a perception of goal commitment as evidenced
by his decision as a child to attend college. Will’s goal was strengthened tremendously by
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involvements in student organizations that “shaped (his) life” and introduced him to
professionals in his field of study and hands-on experience.
Institutional Commitment – Will expressed a perception of institutional
commitment through his involvement in campus organizations, joining a Black Greek
letter fraternity and working out and making friends at the campus recreation center.
Terrance. Goal Commitment – Terrance expressed a perception of goal
commitment dating back to his mother going back for her associate’s degree when he was
in the 6th grade. He also expressed a strong commitment to setting an example for
younger family members by attaining a degree.
Institutional Commitment – Terrance expressed a perception of institutional
commitment as evidence by his ability to make friends at the campus recreation center
and participate in campus events. He expressed disappointment in stating that White
students did not welcome him as warmly as the Black students. This was particularly
interesting because Terrance has a White father and graduated from a predominantly
White high school.
Gregory. Goal Commitment – Gregory expressed a perception of goal
commitment before college through his plan to attend since childhood. His lack of
preparation for college was evident, though, via the fact that he did not engage in any
college preparation in high school and showed up on his campus with no supplies the
weekend before school started. After becoming a 5th-year senior, Gregory’s goal
commitment increased notably with the death of his father.
Institutional Commitment – Gregory expressed a lack of institutional commitment
choosing not to join campus organizations until he joined SATA once he started classes
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in his major. His significantly heightened his institutional commitment and led him to pursue a
master’s degree.
Marvin. Goal Commitment – Marvin expressed goal commitment through his desire to
attend college since childhood. Goal commitment did not increase significantly for him until he
dropped out of college, got married and struggled to provide the quality of life for his family that
he desired.
Institutional Commitment – Marvin expressed a perception of goal commitment during
his first tour as an undergraduate stating even stating that, “Being involved on campus kept me in
college.” Marvin, who attended a predominantly White high school, expressed disappointment
when White administrators did not appreciate how he voiced his concerns at meetings where he
represented student organizations.
Justin. Goal Commitment – Justin expressed goal commitment clearly in stating that as
the son of two college graduates, the expectation was “always” that he would graduate college.
He also had aspirations to work in an industry that required an advanced degree.
Institutional Commitment – Justin expressed no institutional commitment. Also a
graduate from a predominantly Black high school, he expressed surprise that White students did
not want to study with him and the other Black premed majors. He also made the statement,
“The campus didn’t foster to African Americans. If they tried to cater to African Americans, they
didn’t do a good job.” Justin added that he regrets not joining a Black Greek letter fraternity.
Jason. Goal Commitment – Justin expressed goal commitment is his plan to attend
college since high school. His goal commitment increased as he found Black peers to study with.
Justin, who did not enter college with career aspirations or join any student organizations, said
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his commitment to graduate was tied to a promise he made to himself and a desire to
make his parents proud.
Institutional Commitment – Justin did not express institutional commitment. He
said that he “found enough Black people to make him feel comfortable” on campus.
Harold. Goal Commitment – Harold expressed goal commitment though his
resolve to attend college since elementary school, his enrollment in college preparatory
programs, taking AP classes and his father’s academic supervision. He also planned to
attain a career that required an advanced degree.
Institutional Commitment – Harold expressed institutional commitment through
his involvement in extracurricular activities and joining a Black Greek letter fraternity.
James. Goal Commitment – James expressed goal commitment by relaying
messaging from his mother that he would attend an Ivy League school and practice a
profession that required a graduate degree. He also attended college preparation classes
and took Honors/Advanced classes in high school.
Institutional Commitment – James expressed institutional credit through school
pride and joining a school organization.
Goal Commitment. In terms of goal commitment, every graduate had plans to
attend college before no later than high school. Some of the graduates mentioned having
college aspirations as early as elementary school. Others aspired to careers that required
graduate degrees, which spoke to the fact that they planned to attain bachelor’s degrees in
order to attain their ultimate career aspirations. Many of them took AP or college
preparation classes in high school. The themes of family influence, high school classes
and career aspirations are consistent with themes found in existing retention research.
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What we can take away from this finding that goal commitment as defined by Tinto can be used
as a predictor for college graduation for Black males at predominantly White institutions.
Institutional Commitment. In terms of institutional commitment, an overarching theme
was the feeling of alienation from the major population on campus, White students. Referencing
Tinto’s premise that students who experience social integration into the university are more
likely to graduate, the social climates at the PWIs in this study did not promote graduation for
Black students. With that finding in mind, the researcher concluded that the Black men in this
study graduated despite a commitment to their respective universities, not because of it. What we
can take away from this is that university administrators at predominantly White four-year
institutions 1) do not know, 2) do not care, or 3) do not know what to do to improve campus
culture for Black males.
Graduation Theory for Black Males at Predominantly White Four-Year Institutions
Using data collected from the interviews conducted in this study, theory based on several
themes that consistently surfaced regarding Black males who graduated from predominantly
White four-year institutions was generated. The first theme discussed was precollege
experiences. Black males who plan to graduate from PWIs should start thinking about college at
young ages. Parents, siblings, friends and mentors play key roles in developing college
aspirations in Black males. Participation in college preparatory programs and classes also help
promote college readiness. The findings of this study regarding precollege experiences support
the findings of existing retention research.
Finances also played a significant role for graduation Black males at PWIs. The
acquisition of need and merit-based scholarships and grants promotes graduation. Loans add to
the financial hardships that many Black males face before, during and after college. The findings
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regarding providing financial assistance for Black males to help graduation also support
existing research.
The Black males in this study overwhelmingly did not feel welcome by the
campus at large. Overt and covert racism and discrimination existed on multiple
campuses and even Black males who attended predominantly White high schools,
including one graduate who has a White father, said they were rejected by White students
and faculty and found friendship and support among Black faculty and peers. While some
Black males integrated into White organizations and flourished, the overarching pattern is
that Black males are being rejected by campuses at large and gravitating to Black peers
and faculty. The finding that Black males at predominantly White four-year institutions
do not collectively perceive connectedness with the campus as a whole supports existing
research regarding Black males at PWIs. It does not, however, support Tinto’s
Longitudinal Model of Departure from Institutions of Higher Education which constitutes
social integration to the university as a key to graduation. The experiences of the Black
men in this study feeling alienated and experiencing racism supports the tenet of Critical
Race Theory that suggests racism is normal in America.
Support systems were crucial for Black males seeking to graduate from PWIs.
Every graduate in this study mentioned multiple supports that helped them persist
through graduation. Among those were parents, siblings, mentors, educational support
services, faculty, Black faculty, student organizations, Black-based student organizations,
Black Greek letter fraternities and professional networks. The findings regarding support
systems support the existing research regarding retention for Black males.
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To sum it up, precollege experiences, finances, campus culture and support systems are
all factors that were highlighted in retention research. Tinto’s model focused on academic and
social integration. Tinto’s findings that students who integrate into the normative and structural
quadrants of the university are more likely to graduate were consistent with the findings of this
study. Tinto’s findings regarding integration into the social quadrants were not consistent with
the findings of this study due to the fact that many of the graduates in this study did not perceive
themselves as individuals who fully integrated into the general university environment, but
Critical Race Theory suggests that the normal nature of racism in American society explains why
Black males would not feel comfortable on a Predominantly White college campus. The
graduates found segregated integration with Black students and in Black organizations, not with
the universities at large. Hence, Graduation Theory for Black Males at Predominantly White
Four-Year Institutions states that Black males at four-year PWIs most like occurs when the
students have had adequate precollege preparation for college, receive financial support to pay
for college and organizational and moral support to persist. Also key is the finding that
motivational factors such as career aspirations, disproving stereotypes, proving others wrong,
setting examples for family members and future generations, making parents proud and
providing oneself with a desired quality of life are additional factors perceived to support
graduation for Black males at PWIs. Still, those motivational factors should not be used to
substitute organizational support from the university.
Chapter Summary
There is a perception among Black males at predominantly White universities that
university support, family support, financial support and self-determination can help lead to
graduation. Personal motivations like career aspirations, disproving stereotypes, proving others
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wrong, setting examples for family members and future generations, making parents
proud and providing oneself with a desired quality of life are perceived to support
graduation for Black males at Predominantly White four-year institutions as well.
Chapter 5 will discuss the findings of the study.
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Chapter 5
Discussion
This chapter is a discussion of the findings of this study with recommendations for higher
education administrators and policy makers. Limitations of the study are discussed as well.
Future research needed in the area of graduation for Black males are also suggested followed by
a chapter summary.
Precollege Experiences
All 10 graduates mentioned that support or motivation from their families or mentors
encouraged them to attend college. Those reports support Moore’s (2006) suggestion that
familial influences and encouragement impact career goals for Black males. Institutions wishing
to recruit, retain, and graduate Black males should develop programming to work with
prospective students’ families via workshops, consultations, programs, etc. to nurture parenting
styles that will lead to academic success and increase familial encouragement for academics.
Four of the graduates mentioned plans to pursue graduate degrees supporting Allen’s (1992)
suggestion that Black students with high educational aspirations show high academic
achievement. Strayhorn (2008) suggested that Black males who aspired to earn a graduate degree
were significantly more likely to persist in college than those who aspired to attain less
education. With this in mind, PWIs should consider programming that encourages students to
aspire to high educational goals.
All three graduates who attended predominantly White high schools said they felt
comfortable on campus their first day of class. Several of the graduates who attended Black high
schools said they felt alienated when classes started because they were not accustomed to being
around Whites in an academic setting. Multiple graduates also said they took college prep classes
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in high school and were members of groups like the National Honors Society which championed
academic achievement. Those results support the results of Bennett and Bean (1984) that suggest
positive interracial contact experiences prior to attending college, a college preparatory
curriculum in high school, higher high school GPA, and preparedness could lessen attrition
among Black undergraduate males. Strayhorn (2008) suggests that “high merit” high school
performers were eight times more likely to be retained in college than “low merit” students. The
results of this study suggest that universities should assist high schools provide Black male
students with positive interracial contact, college preparatory curriculum and academic support
prior to college.
Finances
None of the graduates in this study financed their own college education. All 10
graduates used multiple resources to finance their educations while working at least part-time at
some point during, if not throughout, their undergraduate careers. Nine received financial
scholarships, seven received Pell Grants, five took out loans, three got help from their parents
and two got jobs as resident advisors to pay for dorm expenses. Several of the graduates
mentioned that they had little to no money and could not rely on any financial support from their
families throughout college. In fact some of the graduates were still contributing to their homes
financially while they were away in college. Enrollment probabilities for Black male students
decline when they expect to receive financial aid but do not (Kim et al., 2009). With this
knowledge in mind, universities must seek ways to help Black males finance their educations.
Campus Culture
This study found that Black male graduates from PWIs often do not feel welcome or
accepted on campus. Multiple graduates expressed feelings of alienation or even discrimination
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from White faculty. One graduate said he never felt connected to his campus and another chose
to “go his own route” and not join any campus organizations. While others reported
connectedness to the campus, many of those graduates said they became connected to the Black
population on campus rather than the campus as a whole. Allen (1992) reported that Black
students who felt like they chose the right college for them and report positive relationships with
the faculty showed the highest academic achievement and those who felt like they chose the right
college also report greater social involvement, while Black students at PWIs report substantially
lower levels of social involvement. Additionally, Leppel (2002) suggests that Black males who
are integrated into universities show higher persistence than those students who are not
integrated. Strayhorn (2008) suggested that Black males who were socially integrated to campus
life were more likely to be retained than those with little to know social integration.
While the graduates interviewed for this study persisted, many of them suggest that they
graduated despite the campus environment and not because of it. PWIs should seek to develop
programming that builds positive relationships between Black students and all university
stakeholders, not just Black students and Black faculty, to promote social involvement, reinforce
the idea that their institution is the best fit for each student and help more Black males graduate.
Support Systems
Seven graduates said the found academic support via educational support programs and
resources offered by their undergraduate universities. Tutoring sessions, labs, a Black cultural
center, a learning research center and the library were among services and resources mentioned.
Five graduates said they found academic support with Black peers on campus. Three graduates
said they got help from professors. Will said he also received help from students in campus
organizations.
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While all 10 graduates said they naturally gravitated to other Black students on campus to
provide social support, eight graduates also said they received social support from campus
organizations. One graduate credited pursuit of his master’s degree to his involvement with a
campus organization. The graduates said they benefitted from learning opportunities, leadership
opportunities, guidance, mentors, money and eye opening experiences that gained from
involvement with student organizations on campus as well.
Lee (1999) found that students indicated that they would like to have a faculty mentor in
their projected career field whether the mentor was Black or not. Strayhorn (2008) suggests that
having strong support systems is positively related to satisfaction in college for Black males. The
stories from the graduates in this study and existing research suggests that PWIs should provide
strong support systems for Black males on campus via faculty mentors in the students’ projected
career fields, learning opportunities, job opportunities, campus leadership opportunities, tutoring,
labs, guidance, eye opening experiences, academic support, peer support, race-centered and nonrace-centered student organizations and active out-of-class engagement to help Black males
acquire the support necessary to graduate.
Other Motivating Factors
Factors such as making family members proud, setting an example for family members,
providing a desired quality of life from self and others and disproving stereotypes were also
mentioned as motivators for graduation. Gregory listed the death of his father as a motivation.
While these intrinsic motivators were perceived as important to many of the graduates, it is
important to keep in mind that the concrete factors such as academic preparation, financial
support, campus culture and support systems are areas that universities can directly affect
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through policy. Campus administrators can also use campus organizations to provide and analyze
additional “eye opening” experiences for Black males on campus.
Limitations
There were not a great number of limitations associated with this study, and the primary
limitations that apply to this study would apply to all qualitative studies. Charmaz (2006) states,
grounded theorists “theorize connections between local worlds and larger social structures?” (p.
133.) The most significant limitation was the fact that only the experience of one graduate from a
private institution was considered for this study. James was the only graduate who attended a
private university. The question raised by this limitation is, what are the precollege and
undergraduate experiences of Black male graduates from private, predominantly White, fouryear institutions? Another limitation was the fact that only two graduates were out-of-state
students. Marvin and James were the two out-of-state graduates. Still neither graduate expressed
perceptions about their undergraduate experiences that were inconsistent with the in-state
graduates.
Future Research
Two additional areas that require future research were also uncovered through this study.
Many of the graduates mentioned instances of prejudice, and there were two instances where
overt racism was mentioned in this study. A study regarding instances of prejudice and overt
racism is needed. As mentioned in the previous section, a study to understand how Black males
graduate from private, predominantly White, four-year institutions is necessary. James’
experiences with blatant overt racism and his mention of the “Dean’s Excuse” raise questions
regarding issues of social and academic integration for Black males at private, predominantly
White four-year institutions.
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Chapter Summary
Existing research supports the perceptions of the Black graduates interviewed for this
study that their precollege preparation, career aspirations, family support, financial support, and
organizational support at their universities helped lead them to graduation. While personal
motivations like disproving stereotypes, proving others wrong, setting examples for family
members and future generations, making parents proud and providing oneself with a desired
quality of life were additional factors perceived to support graduation for the Black males in this
study, there are a number of tangible supports universities can directly provide through policy.
Supports from universities should include, but not be limited to, programs to help parents prepare
Black males for college, faculty mentors in the students’ projected career fields, learning
opportunities, job opportunities, campus leadership opportunities, tutoring, labs, guidance, eye
opening experiences, academic support, peer support, race-centered and non-race-centered
student organizations and active out-of-class engagement. While there were only two out-of-state
graduates interviewed for this study, their experiences were consistent with the in-state students
interviewed. Instances of prejudice and overt racism and the one private school graduate’s
experiences suggest the need for further research regarding Black male experiences of prejudice
and overt racism on college campuses and the experiences of Black males who graduate from
private, predominantly White four-year institutions.
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Appendix A
Interview questions
1. Tell me about your decision to attend college, when did you know you were going to attend
college?
2. Who influenced your college aspirations?
3. How so?
4. Tell me about your decision to attend the college from which you graduated.
5. What factors, aside from the people you mentioned, impacted your choice to attend college?
6. How was your education financed? (Scholarships, grants, awards, tuition payments, donations)
7. Tell me about the financial hardships you faced paying for or during the course of college.
8. How did you overcome your financial hardships?
9. Describe your first day of class.
10. Describe a typical day when you were a college student.
11. What was it like being a student in class?
12. What was it like being a Black student on campus?
13. How did the campus culture help or hinder the pursuit of your education?
14. Describe your relationships with the other Black students while you were on campus.
15. Describe a time that you felt connected to the campus.
16. Where did you find academic support on campus?
17. What organizations/programs did you receive support from while on campus?
18. How did they help you?
19. Who were your friends during school?
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20. Tell me about your social life while you were in college. Who were your friends? How did
you meet?
21. Why did you graduate?
22. What happened that helped you to graduate?
23. Were there people who helped you graduate? Tell me about them.
24. What other key people, resources, programs, activities, events or incidents that you did not
mention earlier contributed to your college graduation?
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Consent Form
I agree to take part in a research study titled “Using constructivist grounded theory to
understand how Black males graduate from predominantly White four-year institutions” which is
being conducted by Marcus L. Matthews, principal investigator and Reginald Green, coinvestigator. My participation is voluntary; I can refuse to participate or stop taking part at
any time without giving any reason before publication, and without penalty.
I am aware that the purpose of this study is to understand the experiences of Black men
who are college graduates. I will be asked to participate in one or two in-depth interviews.
Depending on my desire for involvement in this narrative, my participation will last from 1 day
to 10 weeks and can vary from participation in one 2-hour interview to participation in numerous
un-timed encounters with the narrator. No discomforts or stresses are expected during the
interviews. Interviews will be audio recorded.
There are only minimal risks to participation in the process. If my reflection on
experiences leads to any type of emotional upset, the narrator will give me contact information
for Counseling and Psychological Services (CAPS) at the Memphis health center.
I understand that my participation in this study will add to the existing body of
knowledge in regards to access and retention in higher education.
The University of Memphis does not have any funds budgeted for compensation for
injury, damages, or other expenses. The Institutional Review Board for the Protection of Human
Subjects should be contacted at (901) 678-2533 for questions about subjects' rights.
I give permission for my collected stories/observations to be used by Marcus L.
Matthews for presentation and publication purposes. Individually identifying information, such
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as my name, will not be published in connection with this narrative and confidentiality will be
protected within the limits allowed by law.
Notes and transcripts from my interviews will be kept in a secure, locked location or
behind a password-protected computer.
The narrator will answer questions about the project, now or during the course of the
project, and can be reached by telephone at 901.562.6038 or by e-mail at
drmlmatthews@memphis.edu. Reginald Green can be reached by telephone at 901.678.3445
or by email at rlgreen1@memphis.edu. My signature below indicates that the researcher
answered all of questions to my satisfaction, that I understand the procedures described above,
and that I consent to participate in this narrative. I have been given a copy of this form.

Marcus Matthews

___________________

__________

Name of Principal Investigator

Signature

Date

Reginald Green

____

Co-Investigator

Signature

Date

_______________________

___________________

__________

Name of Participant

Signature

Date
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